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LETTER OF TRANSMITTAL
! \

The Hon. T. D. Eyans, MLA : . '
Minister for Education, - ' ’
11th Floor, '
Superannuation Builfing,
32 St. George’s Térrace,
Perth, W.A. 6000.

Dear ‘Mr Evans,

I am pleased to present to you a report on dlscxplme in secondary schools :
in Western Australia. -~

* In December, 1971, in response to concern expressed by the Executive of
the State Schoo! Teachers’ Union of Western Australia over what they viewed
to be a deterioration of standards of discipline in secondary schools in this State,
1 set up a committee to investigate and report upon the nature and extent of
indiscipline in secondary schools and to suggest measures for its improvement.
This committee Which came to be known as the Government Secondary Schools
Discipline Committee, met under my chairmanship and included members from .
the Western Australian State School Teachers’ Union, the Western Australian
Federation of Parents and Citizens’ Associations, the Principal Mistresses’
Association, the Western Australian Principals’ Association and the Education
Department. ‘

The terms of reference which I set down to guide the Committee’s investiga-

tions and which were agreed to by all members at the first meeting of the Committee
were: ' : ‘

Pt

To determine the nature and extent of disciplinary problems occurring
in Government secondary schools in Western Australia.
To ascertain factors contributing to these disciplinary problems.
To recomménd measures for their resolution.

 The Committee has met on fifteen occasions since our inaugural meeting on
14 January 1972. We have received written submissions from interested individuals
and organizations and have commissioned four major research projects to ascertain
the views of parents, students, teachers and administrators. In addition, numerous
" case studies have been examined. This report reviews the results of these stuglies
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and evidence and opinion gained from a wide variety of sources. It contains
our agreed views on matters affecting discipline and recommendations for your
consideration. _ : ‘

If implemented, we believe that the recommendations of the report will lead
to a climate in schools more conducive to better student learning and development
and one in which teachers and administrators may find greater professional
satisfaction. :

I would like to express my gratitude to the members of the Committee for
the willingness with which they have undertaken their task and for the valuable
contribution they have made. '

£3

Yours sincerely,

(H. W. DELTMAN)

Chairman.
o —
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o ' SYNOPSIS AND RECOMMENDATIONS

Most of the problems faced by feachers in Western Australian high schools
are essentially similar to those faced by their predecessors in earlier decades.
There would appear, however, to be emerging a néw dimension in high school -
student behaviour. To the problems of behaviour that have always been
associated with adolescence has been added a tendency to question the authority
of the teacher. This undoubtedly reflects a tendenmcy in society generally to
question social order and authority.

Problems of student indiscipline have been evident in schools from the very
beginning of formal education and it would be unreasonable to assume, particularly
in an era of mass education, that they could ever be wholly eradicated. Traditionally
acts of indiscipline have. tended to be controlled through the use of such negative
sapctions as corporal punishment, retentlon, suspension, and a variety of minor .
depnvatlons of liberty.

- T "'The Committee considers the achievement of optlmum levels of student
\N___,behavmur may better be realized through the development of a school environment
-—which makes schooling much more attractive to students, which reflects a more
deliberate and enlightened attempt to enhance their welfare and which allows
them to have some measure of choice and control over the educational experiences.
they may obtain. To accomplish this, attention will need to be given to the total
school environment and to its relationships with the wider sociey.
- , The development of a positive approach calls for careful attention to learning
" experiences to see that they match student needs, aspirations and abilities. It
also entails providing opportunities for students to paricipate co-operatively with

. teachers in the decision-making processes of the school; giving gnidance in physical,
social and emotional development through such persons as social workers, guidance
- officers and :nedical practitioners; and providing, at administrative and teaching

- levels, instructional leadership that is competent, understanding, and' responsive
to individual and group needs. Of special concern is the need to develop within
schools schemes of pastoral care and measures which will help combat the
impersonality. which often pervades large orghnizctions.’

The importance of the home in the development of positive attitudes towards
school cannot be overstressed. The need to establish effective communication
between school-and home anc' to, seek a greatér involvement of parents in some

* 12




} C ) . ' ‘ Discipline in Secondary Schools

of the decision-making processes and in some aspects of the operation of the
schoc! is seen as a desirable measure towards the establishment of better student
adjustment within the school. o .

Despite all efforts by the school, there may still exist the problem of the
extremely disruptive student who fails to respond to the application of positive
inducements to conform. In ;ﬁis case, the use of negative sanctions may need
to be invoked in the interests of effective teaching and learning. In these extreme
cases, it will be necessary to give to tk- principal powers of suspension to cope
with any emergency that may threaten the good order of his school and the
‘welfare of teachers and students.

In the light of general educational principles accepted by the Committee -
and the application of these to the large body of evidence placed before it, the
following recommendations are made. ' ' o

RECOMMENDATIONS

Chapter 5. ‘Edu afion Regulations Rcl:ating to Discipline - \

1\ Students should have access to a statement of school rules. Thesk rules
\\ should be formulated in accordance with definite educational principles
. and should reflect policies with respect to behaviour both inside and
» ' outside the classroom. : ' ' (0. 69\

2. School cotincils consisting of administrators, staff, students and parents
should be established in all secondary schools to allow annual invclve-
ment in the formation, implementation and revision, of school rules.

_. o : - (p. 74)

3. . Secondary school prificipals should establish written and oral procedures

to acquaint all students with school rules and policies at the beginning

of each school year and as necessary thereafter. " (p. 75)

4.1 Secondary schools should provide ail students with information booklets
. containing details of school operation, administration and organization:
at the beginning of each school year and as necessary thereafter. These
* booklets should contain, in addition to student information, explanations

. to inform parents of school procedures and requirerhents.

€

) 4.2 These information booklets should contain copies of school rules together
with the reasons for their estgb}ishmént. .

4.3 Information bcoklets should contain information specifically -directed
to parents. This should include statements regarding school expectations
with regard to dress, appearance and behaviour; matters regarding

{

Yo ' ’ . “
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Synopsis and Recommendations . o _ 3

7.1

7.2

7.3

parent-school communication and co-operation; information relating to
course selection and curriculum content; and pohcy with regard to the

" parents’ role in the educative process. _ (p. 77

The Education Department should adopt measures to ensure that school
administrators are adequately informed on the nature and extent of their
legal powers and duties (p. 85)

Where a student attending a secondary school contmuously misbehaves,
the principal should invite the parents to discuss the student’s future in
the school. ' (p. 93)

The principal of a secondary school should be empowered to suspend
from school for a period of up to five days a student who is guilty of a
serious breach of school discipline.

In the case of suspension for serious breaches of school discipline, the
parents -of the student should be notified immediately and requested
to visit the school to discuss the problem. In the case of oral notlﬁcatlon
written notification must follow immediately.

No suspension exceeding five school days should be made without the
approval of the Director-General of Education. {p. 93)

Chapter 7. l’umshment

8.1

8.2

The Education Department should plan for and provide the necessary .
guidance, welfare and other ancillary staff to make possible the phasing ~
out of corporal punishment in Western Australian high schools in the
shortest possible time. . 7

During the phasing out of corporal punishment, schools should resort"

. to that type of sanction only when other means have demonstrably failed

8.3

8.4

to remedy undesirable behaviour, and principals should exercise caution
in delegating to teachers other than deputy. pnnc1pals authonty to
administer-corporal punishment.

No later than 1975, the Education Department should set up a comm1ttee
to review progress made in abolishing corpora_l punishment "and to
examine the possibility of setting a definite date for its complete abolition?

The ‘Education Department should extend the princip Mof/pﬁasmg ont
corporal punishment to primary schools. - (p. 161)

Regulation 29 should be amended to provide for students to be detamed
during the lunch recess with the proviso that the period of detention
must not exceed one-half of that period (p. 161)

14
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Chapter 8. The Severely Deviant Student

10.1

The Education Department should examine measures for remedying

. discipline problems by providing facilities Within the school to which

102

extremely deviant students may be withdrawn for special supervision and
counselling . ' (p. 170)
The Bducation Department should take steps to effect an extension of

the work of guidance officers and an increased frequency of medical .

examinations. These could give particular emphasis to the identification
and modification of specific learning difficulties and to extremely mal-
adaptive behaviour among children in primary and secondary schools.

. ' ' (p. 171)

Chapter 9. The School and its Organization

11.

12.

13.

14.1

14.2

14.3

15.1

The Education Department should give every enmcouragement to the
development within secondary schools of administrative schemes designed
to foster the pastoral care of students. (p. 194)
The Education Department should encourage administrative decentraliza-
tion (“schools within schools”) within large secondary schools to provide
for a greater measure of student/administrator contact and to assist
in reducing the impersonal atmosphere that can be associated with larger
school administration. (p. 207)

-School principals should give consideration to the differential treatment

of upper and lower school students with respect to the use of physical
facilities, the planning of social and recreational activities and the
compilation of school rules. This differentiation should take into account
the varying interests, needs, abilities and maturity of both groups.

» . C (p. 211)
The Education Department and school principals should give every

. encouragement to the establishment of freely elected and representative

student councils.
Principals should give student councils meaningful responsibilities for

" decision-making in the areas of student behaviour, social, sporting and

recreational matters ﬁandvgtudctit\ dress and appearance, and the oppor-
tunity to express opinions on curriculum and school organization. The

responsibilities of councils-should be exercised in consultation with the
_principal and staff members of the school. ‘

Due recognition should be given to the need for variety in approach
according to the situation and the experience and abilities of the staff
and students. (p. 220)
Where school buildings are to be built in areas where excessive noise
is a possibility consideration should be given to measures of sound-
proofing instructional areas. ‘




15.2 -

= 16.1

16.2

16.3

17.1
{

17.2

17.3

Synopm and Recommendations ‘ o 5

The Education Department should mvesngatc the relationship bethcn
discipline and the design and situation.of school buildings, with particular
emphasis on the noise problem. ‘ (p. 223).

Chapter 10. Aspects of Curriculum

The fullest measure of support should be glven to thc development of
new teaching strategies for the conduct of human relations workshops
within secondary schools.

The Education Department should consider the establishment of a

‘promotional position with' responsibility in the area of student welfare.

The practxcc of involving parents and citizens in human relations work~

_shops in the capacity of discussion- lcadcrs should be encouraged and

extended where possible. . (p. 244)
Every encouragement should be given at both a Departmcntal and a
school level for the gontinued development of a well-planned and
effectively operated programme of extra-curricular activities.

School councils composed of parents,.teachers and students should be
encouraged to take responsibility in the planning, operation and revision
of extra-curricular activities for their schools.

Parent participation in school councils should be made only through
their Parents and Citizens’ Association. , o (p. 247)

Chapter 11. The School Staff

18.

19.

20.

21

22,

23.

The Education Department in consultation with the Teachers’ Union
should consider the principle of “special” or accelerated promotion for
the Principals’ Promotion List and other promotxonal positions in the’

(Sccondary Division - ' (p. 251)
‘The Education Department should give opportumtles to those teachers

secking promotion within the Secondary Dwns:on whd have formal.
training in educational administration. (p. 253)

The Education Department should set up a committec to examine .and
suggest modifications to practices with regard to practical teaching -
experience within the pre-service education period for teachers.. (p. 261)
In each schiool, well-defined induction procedures for new teachers should
be drawn up co-operatxvely by staff and administrators to- complement -
and support measure.; which should be carried out at a system level by

' central office administrators and teachers’ college staffs. (p. 264)

The practice of holding staff meetings at all lcvcls should be encouraged
and extended wherever possible. (p. 269)

Where schools assess such a need, gt_udcnts at the lower end of the ability
range should ‘have as many subjects as possible combined under one
teacher. : , . (p. 273)
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Chapter 12. School and the Home

24.

25.

26.

27.

28.

5

The services of trained social workers should be made available to assist
in the counselling of students and to provide a liaison between the home,
the school and other welfare agencies p. 285)
The Education Department should appoint officers trained in vocational
guidance procedures to have responsibility for examining the career
opportunities available to maladaptive students. These officers, in
co-operation with social workers and school guidance officers, should
co-ordinate and direct efforts aimed at placmg them in suitable employ-
ment. (p. 285)
The Education Department should institute measures whereby the efforts
of guidance staff may be co-ordinated with those of social workers to
ensure that every opportunity is given to maladaptive students to enable

them to take advantage of career opportunities. ~ (p. 286)
The appointment of further youth educatlon officers by the Education
Department should be encouraged. (p. 286)

The Education Department should encouragc secondary schools to make
greater use of parent interviews in dealing with student problems.
(p. 291) °




CHAFPTER 1
INTRODUCTION

Discipline . :

- For the members of any social system to derive a maximum of benefit and
satisfaction from their membership and to ensure the proper functioning and main- -
tenance of the system itself, it is essential that there should be some regulation of
member behaviour. This regulation may be explicit in a legally established struc-

- ture of formal status relationships; it may be codified within. written acts, rules or -
regulations; or it may be implicit in a set of unstated expectations for behaviour
that emerge informally from the group itself. The requirement for regulation is
no less necessary for a school than it is for the society of which it is a part, for,
in order that teaching and learning may take place in an effective manner, it is
essential that the behaviour of all members—students, staff and administration—
be subject to some form of regulation. '

The discipline of a school is the state or condition of order or good behaviour
among the students. The term also refers to the procedures by which this state
of order js maintained in-the school.-In some cases these procedures refer solely . . -
to a set of megative sanctions invoked to control any deviation from established
rules or patterns of behaviour that have gained acceptance over a long period of
time. In a broader sense, however, discipline may be recognized as the process
whereby student and staff relationships are structured to maximize the educat-
tional, social and emotional well-being -arid attainments of the students, to attain
the most effective and efficient use of human and material resources and to facili- :
tate the maximum satisfaction of heeds for all members of the school. This
view, while recognizing the need to invoke sanctions in some cases, places em-
phasis on the production of constructive behaviour rather than upon corrective
measures to be taken after a student has broken a rule. '

Smith states (p. 292), “In general the-system of discipline in a school will
reflect the system found in the broader society.” He sees the trend in the Western
world as toving from force to persuasion ‘and thence in the direction of self- .
control. However, as in society generally, he does see the need for -teachers and
principals to resort to measuges of force when self-control and per§hasion fail.
In fact, acceptable student behaviour has often been maintained by the use
. of rules and regulations enforced by penalties which varied in their severity accord-
ing to the nature of the infringement. Fhese penalties included suspension, cor-
poral punishment, detention, reprimand, added duty and-the withdrawal of a wide -
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range of privileges. Modern pproaches to teaching and learning now tend to
de-emphasize the use ‘of such sanctions and to seek the regulation of student
behaviour through the devclopinent within - students of self-control and a sense
of responsibility to teachers, other students and the school. It is this view that
is consistent with the definition of discipline as a process and which emphasizes
the structuring of the school in such a way that situations leading to indiscipline
will be largely avoided. It is within the climate established by such an approach
that opportunities may be created for students to participate meaningfully in -
the decision-making processes of the school at levels appropriate to their stage

of development and in which a sense of responsibility for proper behaviour may
be developed.

Previous repdrts on education

The maintenance of effective school discipline, the measures to be used in
its attainment and the particular organizational structures most likely to attain
optimum student behaviour have been objects of discussion and recommendation
in numerous reports on education. In most of these, the term “discipline” has .
been used to refer to deviations from accepted standards of student behaviour
and the means to control these.

Of the reports reviewed by this Committee, many have pointed “to the
desirability of developing a sense of self-discipline within the student rather
than relying upon extrinsic controls. The Spens Report (1938) stresses that
stiidents should understand that discipline is “a help and not a hindrance to a
useful life”. The Newsom Report (1963) sees discipline as necessary for effective
child development but stresses that emphasis should be placed on helping chlldrcn
attain a lasting self-discipline. The Plowden Report (1967) supports this view
and for this reason emphasizes that a relaxed friendly approach should be adopted
by teachers. : '

Several reports refer to the imposition of school rules. The general consensus
of opinion is that these should be few in number, that the reason for their.formu-
lation should be well understood, and that students should have some say in their
compilation.

Some reports stress the need to prov:de a chmate ‘within the school conducive
to good discipline. The Provincial Committee on Aims and Objectives in Edu-
cation in the Schools of Ontario takes the positive view that if children are involved
in exciting learning situations they do not have the time or the inclination to
commit acts of indiscipline. The Plowden Report expresses a similar view and
sees that schools considered best on the grounds of informality, flexibility, free-
‘dom of approach and the like, have fewer diScipline problems. The Newsom
Report refers to organizational characteristics likely to cause indiscipline and lists
such matters as overcrowding, inexperienced teachers, frequent teacher changes

19




Introduction ' o : 9 -

-and conflict between home and scilool on matters of behaviour and dress. Most

reports-would support the view that there is a close rclatxonshlp betwecn certain
organizational charactcnstxcs and discipline.

Almost all of the rcports reviewed are firm in their conviction that physical

* discomforts in the form of deprivation or punishment do not make a positive

contribution towards students’ formal learning. The use of corporal punishment
is deplored. The Newsom Report states that corporal punishment is humiliating
to students and staff and its use highly questionable as a punishment and as a
deterrent. The Plowden Report, although it found teachers, public and parents

.. were generally™against its abolition, recommends that the use of corporal punish-
" . ment should cease in schools. The Ontario Report, after reviewing the question

of punishment, recommends that corporal punishment and all other forms. of de-
grading punishment should be replaced and in. their stead a climate of warmth,
co-operation and rcsponsibility should be developed within the school.

In general, al rc,ports emphasize the positive approach of developing within

' the school a climate in-which there is mutual trust, respect and understanding

between student and teacher; where there is- an emphasis upon pastoral care and
guidance and where each student can find the satisfaction of his academic, social
and emotional needs in a spirit of co-operation with teachers and with all other

- students.’

This brief review has not attempted to cover the full range of opinion on'the
matter of school discipline but rather to indicate briefly attitudes that have been
expressed in some reports. No attempt has been made to describe the qualities
of the broader school and environmental contexts which are conducive to the
developmcnt of high standards of discipline. The Committee is aware of research
and ‘professional opinion regarding the many aspects of school discipline and
student behaviour and adjustment to the school situation, and has been guided by
it in its deliberations. Where necessary, refercnce is made to this research and

“opinion in the text of the Report.

The 1959 statement

In 1959 the Education Department published as a supplement to the Edu-
cation Circular a statement entitled Discipline in the Secondary School and Class-
room. This statement commented on the following thre\e aspects of discipline:

- (1) The work of the principal and the function of the school as a whole
“in creating and maintaining the tone most favourable to learning
- and to acceptable forms of behaviour.

(2) The work of the teacher in éstablishing the class tone in which
disciplinary problems are least likely to develop.

(3) Breaches of discipline and their correction.

20,
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Thé statement did not attempt to present a complete survey of the work of
the principal and the teacher in respect to discipline, but rather to offer suggestions
that would have some practical value: o ‘ -7
Discipline was seen not in the narrow sense of correction but v
to signify the degree of order or organization within a group which
works, or is required to work, for a particular purpose,
This wider view conceived of a discipline “based on understanding of the goal,
and revealing itself- in a particular tone or working spirit”. It saw that this dis-
tinguished the professional teacher from the layman who frequently thinks of
discipline in terms of repression only. _ . '
" “The statement saw the principal as the key to the development of good tone
and discipline.” It listed, as the chief media through which his influence should’
take-effect, the development and promulgation of a school policy, school organiza-
tion, personal relations with staff and pupils; community relationships; and his
co-operation with the administrative and specialist branches of the Department.
) The development of class tone was seen to follow naturally from a mastery =
of subject matter and habitual conformity to certain fundamental principles of
teaching. Interest in the professional views of others, and a readiness to re-
examine his own methods were scen as the marks of the successful teacher.. The - - -
view was also expressed that, in the final analysis, the disciplinary problems of
the teacher can ultimately be solved only by himsclf. The following were set
down as the two basic principles which should guide the teacher in the attainment
_of good class discipline: )
(1) Pupils should be kept interested in what they are doing. In a s
stimulating busy atmosphere behaviour™ problems wiil be few.
(2) Since in the secondary school ... it is not humanly possible to
make every task absorbingly interesting all the time, teach pupils
to behave through the concept of self-responsibility.
~ 1In its approach to punishment, the statement took the view that, historically,
punishments had moved from an intent that was solely vindictive through the
concepts of retributive, deterrent and reformative punishment. It clearly stated
that corporal punishment was to be discouraged and that its use, except in a very
= few cases, was an admission of failure. The statement saw that, despite the .
work of even the most competent staffs, departures from acceptable forms of be-
haviour would occur, and accordingly set down principles derived from the practice
of “experienced principals and teachers to assi§t teachers in handling infractions
of the rules of good behaviour.
The statement was intended basically as a handbook for teachers and adminis-
trators and as such its approach was somewhat restricted. No assessment of the
nature or extent of disciplinary problems was- attempted and no account of the -
' wider environment, including the home, was given. Rather, its focus was on the T
classroom and the teaching situation, and little emphasis was given to supportive’
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services or to the administrative reorganization which could be employed in the
amelioration of disciplinary problems. Similarly measures which could be brought
to bear to involve the wider resources of the home and community in developing
4 mare positive school climate were not developed. - Despite its narrow focus, how-
ever, it was a positive contribution in assisting teachers to cope with disciplinary
problems at a time in  which the State’s secondary education system was subject
to rapid growth and development. '

The current investigation

The Committee, in collaboration with the Research and Planning Branch of
the Education Department, has endeavoured to consider the subject of school
discipline in as wide a context as the subject allowed. It saw discipline as a
factor related to every aspect of school life—in many cases a relationship of both
cause and effect. ‘
Discipline is also a subject that is apt to arouse a great deal of comment from .
people in all walks of life. It tends to be a social issue that is the concern of
e == — —lcitizens and not the “preserve of any set of professiomals.—For thesereasons-
it has been thought advisable to provide as much background as- possible on
schools in general to enable readers to make a more informed assessment of the
findings and opinions of the Committee. i .

Although the chapters of the Report do not all fall clearly into separate
-groups, it is possible to consider them to some extent in terms of their general
purpose. '

Chapters 2 and 3 deal with the notion of comprehensive education and with
the schools system in Western. Australia. This may appear to be mainly back- -
ground material, although the Committee regards the advent of comprehensive
secondary schools as one of great importance in Western Australia and as having

. quite specific implications for the prevention and cure of discipline problems.

Chapter 4 explains the rescarch methods employed in the study of discipline
in Westérn Australian secondary schools. ’ ‘ - '

Chapter 5, which deals with the legal aspects of discipline, is perhaps more
theoretical than most other chapters. However, it deals with matters which are
of central importance and likely to be of considerable interest to anybody thinking
seriously aboat this whole subject. ‘ .

Chapter 6, The Nature and Extent of the Problem, is a key chapter describing
in some detail just what the problem is all about. This is followed by the chapter

"' on punishment, another key chapter which deals with theoretical issues and reports
e numerous findings from_data_obtained in_the survey. Chapter 8, The Severely

Deviant Student, portrays another dimension of the problem, the atypical student
whose chronic maladaptive behaviour leads to serious disruption of the school.

22 *
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. The remaining four chapters may be described as filling in the context in
.which school discipline or indiscipline occurs. The.School and Its Organization
attempts to relate the incidence of indiscipline to factors such as school size, student
government and other structural features. The chapters on curriculum, school
staff and the school and the home provide further background and research data
relating aspects of school discipline to the subjects indicated by the relpectwe
titles.




" CHAPTER 2

COMPREHENSIVE EDUCATION AND SCHOOL DISCIPLINE

INTRODUCTION

On several occasions in this report mention is made-of the fact that education
in Western Australia has in many ways become “comprehensive” in recent years.
k Although the term may take on a number of meanings, and the essential features
v of a comprehensive school may be subject io debate, it may be useful to consider
the implications of the policy of the Western Australian Education Department of
1 providing comprehensive secondary schools. -

Oi:= obvious sense in which the schools are comprehensive is that they admit,

. for-enrolment students from all sectors of the community without regard for socio-
—- - - economic Status-or-amy-other-social or personal atttibutes. This is in contrast to
the practice of sElective enrolment based on school achievement which character-
ized the secondary schools in Western Australia a few decades ago, or the negative

. gelection which continued until more recently in which students who for one reason
or another were not strongly motivated to remain could leave school on their
fourteenth birthday. . ’

- : There is apparently sufficient cgalitarianism in Australian society to insist
that students from underprivileged and minority groups should have the same
opportunities as others to acquire an education that permits them to take their

place in that society without disadvantage. This fact has a number, of correlatives

which have further implications for the comprehensive school. Respect for fellow

human beings, as entailed in the notion of comprehensive schools, implies a belief

in democracy, the right of all persons to realize their potential, the right to be

~ different, the need to develop the skills required for participation in community

- affairs. C . '

Further, to educate students to become “autonomous” persons,-capable of
exercising individuat*judgment and taking responsibility for their own actions,
necessarily entails the risk that some will decide not to accept traditional or
officially supported values or submit to what they may see as arbitrary 3uthority.
The procedures of democracy, however desirable they may be, are prone to be
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inefficient and open to abuse and error. Similarly, the values implicit in compre-
hensive education demand administrative and pedagogical procedures that
encourage the expression of opinions, the questioning of authority, the exercise of

initiative and the leaming of responsibility. These principles may lead to discipline
problems that are at least different from, and may appear to be greater than, those
which occur in “efficient”, authoritarian, rcp;cs;ive schools.

The manner in which the school deals with disorder among students, whether

of a relatively trivial or serious nature, will no doubt to some extent reflect atti- .

tudes prevailing in society. It is debatable at this stage, however, whether the
secondary schools are reflecting society to the extent necessary if students are to
. be adequately prepared for their adult roles. To what extent should the school
adopt the disciplinary measures practised in socicty at large? Two considerations
prevent a simpl- dogmatic answer to that question. Firstly, the school is part of
~ society, and as such needs to be considered in any enquiry into what society does.

Secondly, there are no other institutions very similar to the large secondary school,
and it may well have problems and practical considerations unlike any encountered
in the rest of society. Nevertheless, educators may need to examine their methods
. and motives to determine whether the school has built up a structure of relation-

~ ships and sanctions which appear artificial and negative alongside both the ideals
of the school itself and the actual outside world.

THE CONCEPT OF THE COMPREHENSIVE SCHOOL

-

Overseas developmients

The adoption of the comprehensive higl{ school in Western Aﬁsfralia has fol-
lowed similar trend$ in the United States of America and Canada, where it is
© practically universal, and in England, where it is becoming widely accepted.. ’
" The United States. American educators claim that the comprehensive school

concept is a North- American development. , Miller states that “of all the educa-

tional innovations and organizational patterns to be found in the United States
none is more uniquely American than the comprehensive, school”. He sees it as
the educational expression of the democratic philosophy and observes that “in a
real sense the comprehensive high school is the American dream applied to educa-

tion: the vehicle whereby social and economic lif¢ is unstratified and equality of -
" status and opportunity is enhanced”. Onec of the clearest statements of the .

American comprehensive secondary school is given by Gardner. In the foreword
of Conant’s book, The American High School Today, (1959) he stated:

It is called comprehensive because it offers under one roof (or series

of roofs) secondary education for almost all the high school age children

in one town or neighbourhood. It is responsible for educating the boy

+
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who will be an atomic scientist and the girl who will marry at eighteen;
- the prospective captain of a ship and the future captain of industry. It
is responsible for educating the bright and the not so bright children
with different vocational and professional ambitions and with various
motivations. It is responsible, in sum, for providing good and appro-
priate education, both academic and vocational, for all young people
within a democratic environment which the American people believe

- - serves the principles they cherish. ' ) ”
Essential to the American view is the belief that education is an arm of sociaf’
policy. It is the means whereby all may be given an equal opportunity in life.
To.thosé who framed the course of American education, the idea of a secondary
e¢ducafion which could be available only to the children of the wealthy or which

* discriminated among children in.any way was repugnant. The comprehensive

school was seen as a prototype of a democracy “in which various groups must have -
a degree of self consciousness as groups and yet be federated into a larger whole
through the recognition of common interests and ideals. Life in such a school is
a natural and valuable preparation for life in a democracy”. (N.E.A. 1918, pp.
24-26). . : o

The United Kingdom. In the United Kingdom the development of the com-
prehensive high school had similar roots. The idea of a “common” school dates
back to proposals made by the Chartists, and by radical politicians in the 1840's.
In more recent times, the idea was taken up by organizations of the labour move-
ment and teachers and was the subject of much debate. Throughout the 1920’s
and 1930’s the demand for the comprehensive approach grew and, with the -passing
of the Education Act 1944, it became legally and administratively possible tc set
up this type of school. It has only been in more recent y¢ars, however, that there
has been considerable development of the concept in many parts of that country.

The development of the comprehensive high school in the United Kingdom
has taken various forms. Monks, in referring to its developmeiit, identifiés six main,
forms, not all of which, he states, would be fully acceptable as Eomprehensivc. He

- distinguishes the British comprehensive school from .other secondary schools—

with which, he says, they have many aims in common—by the following three sets
of objectives: . : :

(1) To eliminate separation in post-primary education by gathering
pupils of the whole ability range in one school so that, by their
association, pupils may benefit each other and that easy readjust-
ments in grouping and in subjects studied may be made as pupils
themselves change and develop: .

(2) To collect pupils” representing a cross-section of society i one
_school, so that good academic and social standards, an integrated
school society-and a gradual contribution to an integrated com-
munity beyond the school may be.developed out of this amalgam
of varying abilities and social environments:

- 26
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. (3) To concentrate teachers, accommodation .and equipment so that
pupils of all ability groups may be offered a wide variety ‘of educa-
tional opportunity and that séarce resources may be used econom-
ically. - , . .

‘" Pedley (1966), in reviewing the development of the British comprehensive
school, sees it as an extension of the primary school concept. He makes the fol-
., lowing comment (pp. 21-22): .

' The comprehensivé secondary school is simply an extension of the -
'« comprehensive piimary school and has the same aims. It takes prac-
~ tically all the children from a given district between eleven and fifteen
and those who wish to stay at school till eighteen or nineteen. Because
special interests develop as people grow up, such a school must offer a
wide .range of courses to meet the needs of different pupils. It may
arrange the grouping of children in their classes according to age, general
‘ability, special abilities, special interests, or a combination of some or
all of these. . Thié matter, as in the primary school, is mainly a profes-
sional one concerning the most effective way of achieving an aim about

* © which there is no disagrcement—the full development and progress of
: the individual pupil =~ - C » .
While the British development has differed in significant ways from the
American, the final emerging philosophies are closely parallel. Both see in the
mingling of children of differing abilities, attainments and social backgrounds the
potential for development of demoératic behaviour and attitudes as well as a broad,
range of educational advantages.

=

Some characteristics of comprehensive schools

. Gue (1972), in a paper 611 the comprehensive school, lists nine characteristics
(1) Large enrolments—in the range from 500 to 2,000 students.
(2) Large school piant. .
"(3) Transportation servicés—public tfansport to- bring students liVing

some distance from the school. ,

~ (4) Highly developed guidance services.
. (5) Sensitivity to innovations in education.
(6) Learning resources centres. -
Q) Co-curricular activities. A
(8) Articulation with other igstitﬁtions in_society.

' - (9) Sensitivity to the community. [
Gue’s description refers to the Canadian comprehensiveschool,* but the
particular characteristics he lists refer in large measure to, the development of

comprehensive schools elsewhere. «

a
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DISCIPLINE AND THE COMPREHENSIVE SCHOOL
The philosophy, of the comprehensive secondary school indicates a set of
principles rclatmg to the structuring of teacher-student relationships and the
- regulation of ‘student behaviour. The following are the more obvious:

(1) The comprehensive school aims to foster the ability to think critic-
" “ally and independently and thereby arrive at principles upon which
: behaviour can be based.

(2) Through its broad cumculum, the comprehcnswe school aims 'to

‘ " develop wnhm students (a) an understanding of their .duties and-

Tights as cmzcns, and of their responsibilities within the ‘school,

and within the wider society; and: (b) the capacity for personal

* ¢ relationship and sympathetic response to persons of the same and
"~ of dlﬁerent traditions and cultures. . ’ ’

" (3) The comprehenswc school, in accordance thh its aim to prepale v
citizens for a democracy, fosters student initiative and participa-
tion in decision-making .through legitimate channels of communi-
_cation. This- will involve the development of €o-operative student
participation in school government and in the determination and
supervision of the rules to govern their own conduct.

o . (4) The comprehensive school strivessto establish and maintain close
] ties with the community in which it is located; to involve community .
s members in the educative process; and to involve students and

teachers in the activities of the community. -

(5) The comprehensive school seeks to foster a climate wherein the
student may seek with confidence and respect guidance in problems
of a social, emotional and educational nature.

' (6) The comprehensive school seeks to provide an educanonal milieu
© in whica student can select freely educational experiences that
challenge and sustain his interest and capabilities which allow him
.to develop intellectually wnthout frustration and at his. own rate
and which fosters at varying rates of development grthh beyond
a ‘narrow intellectualism. ‘

Y

* In cffect the comprehenswc school stnves fo ‘achieve a dlsc:phne that is
" self imposed and that is based upon the provision of positive incentives. Rather
than . impose negatwe sanctions to regulate behaviour, it seeks to develop within
the school a clunate “that provides explanations, permits discussion and invites
participation by students in setting of standards whenever they are qualified to - ]
‘ do so”. Tt is otie which “implies respect for the dignity of the individual, and _
: 1avonds exaggerated emphasis on status differences and barriers to free communi-
cation. Hence it repudiates harsh abusive and vindictive forms of punishment and
'the use of sarcasm, ndncule and mtumdatlon” (Hall-Denms, 1968, p. 95).
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' WESTERN AUSTRALIAN DEVELOPMENT

At the end of World War I1, secondary schools in Western Australia were of
various types. Perth Modern School, the original secofidary school in the State,
was. co-educational yet very restrictive in its entry; country high schools followed
a similar pattern but were less restrictive in their intakes; in the main centres of
population’ secondary education to Third Year level for those who were able
complete satisfactorily a primary school education was available in single-sex
central schools. From this time on, however, moves towards the development of -
co-educational comprehensive community high schools were undertaken. To the
present day, two broad stages of this development may be identified. '

The first stage

* The first stage in the development of the comprehensive high school involved
the breaking down of the highly selective entry barriers that had earlier character-
ized secondary education and the adoption of the principle of co-education. Few
would appreciate the magnitude of this task, which brought together into the one
school students of both sexes and of varying intellectual capacities and achieve- .
ments. To break down the selective entry into Perth Modern School in the face
of public opinion and the pressures exerted by “old boys” must rank as an
achievement for educational diplomacy and far-sightedness. ' :

‘The newly constituted high school, while it was not, fully comprehensive in
nature, did set the foundation upon which subsequent developments towards com-
prehensiveness were to occur. -

The spirit that motivated its development may be seen in the following
extract taken from a policy statement given in The Education Circular, December,
1958¢ (p. 240). S : ' _ :

The co-educational, comprehensive community “high school has
-emerged as a new type of secondary school designed for the new role
of education in modern society. As a community we have accepted a
policy of education for all and ps a democracy the separation and
stratification  of our youth is neither necessary nor desirable. As
vacations become more and more specialized, the school stands as the
last bastion between the insistent demands.of commerce and the broad,
general needs essential to ‘a well-educated citizen. It is imperative to

~ the well-being of a democratic society that the school acts as a unifying

« process, at all times holding together children of diverse aptitudes,

- . emotions and interests, and at the same time encouraging individual
differences to be utilized for the common good. :

_ This new school was multilateral, one in which various “tracks”, or “streams”, -
were jdentified. Students according to -ability and achievement were allocated
into courses which were variously designated as professional, commercial,. and
technical. Under this: administrative organization little, if any, mixing in classes
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occurred between students in the various “streams”. In effect, students” were
placed in schools-within-schools according to- academic anticipation and little
transfer between streams occurred. That which did occur was in a “downward”
direction from academic to commercial or technical, for subject specialization,
particularly in the fields of science, mathematics and languages, precluded a
-student from changing “upwards” to an academic stream. '

A feature of this phese of development of the comprehensive school was the
continving - effect of the externally operated Junior and Leaving Certificate
examinations upon the structure and operation of schools and upon the curriculum

" and programmes .which were offered.” During this period, affected by chrono--

!

logical promotion and an extension of the school leaving age, the secondary school.
population increased and changed in nature. - In the attempt to cater for a
changing school population, further subjects were added and, home economics.and
“manual arts blocks were built in all schools. Beforc long the unsuitability of

~ many of thecourses offered to less able students in First, Second and Third Years

produced: an interesting_ attempt to provide a less academic offering known as
the High'School Certificate. Generally, however, the period was characterized
by the prominence of external examinations and by the continuation of more

" traditional forms of secondary education. Tl

The second stage ‘ . -

A greater degree of comprehensiveness developed within Western Australian
high schools as a result of the implementation of the Dettman Report (1969)
recommendations. With the adoption of the Achievement Certificate proposals,

., the lower scl\xlool;(Fimt, Sccond and Third Years) was freed from the constraints
» previously imposed upon curriculum and organization by the Junior Certificate.

The Leaving Certificate, however, remains and to this extent the second phase

of dcvcil\}imcht, which extends to the present time, lacks the full development of -
comprehensiveness that the architects of the Dettman Report visualized. -

The. adopﬁon of the Achievement Certificate in the lower school has extended
the development towards comprehensiveness begun in the 1950’s. Under the
new scheme, full provision is being made for individyal abilities. In the core
subjects there is'a multi-level approach to instruction in the sciences, mathematics,
social studies and English. Instead of a single streaming on general ability,
students now have the opportunity to achieve individually in these subjects.on a
level commcnxua\ ¢ with their ability and previous achievément. The emphasis,
therefore, is on student achievement—hence the name, Achievement Certificate.
In the optional areas the choice of subjects has heen expanded to provide an
exceptionally wide Wgc. Students now choose subjects for their intrinsic interest
and educational worth rather than for their capacity to complete the requirements

-of cerﬁﬁqation.\ The multi-level approach to core subjects and the throwing of

i

the choice of o 'ond\' open to all produces a much fuller intermingling of students

|
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than was the case in the earlier streaming by courses. This.is not to say that
challenge is l2cking from the Achievement Certificate courses, for students of

‘Comprehensive Bducation . ' : 21

higher intellectual capacity still work at. a level commensurate with that achieved -

under the Junior Certificate.
Important in the. Achievement Certificate organisation is the emphasls given

.to pastoral care. The development of human relations courses and of subjects

with a greater social orientation bear witness to the change in emphasls that has

‘occurred.. The emphasis has changed from a narrow intellectualism to a broader

approach that not only’seeks academic excellence but also provides for the full
personal development of students. . Some schools make special provision - for
students who have demonstrated exceptlonal ability- in partlcular ﬁelds such as
music, art, mathematlcs, languages 'and  science.

The Achlevcment Certificate with its cumulative asscssment has changed the
emphasis in secondary schools away from narrew academic performance to the

development of each student in accordance with his abilities and interests. The
removal of the stlgma of streams must -be seen as a significant step in ‘the .
- development of a true comprehensiveness in this State. . :

Future developmems

Comprehensive secondary education in Western Australia is in a process
of continuing modification. The development of a “levels” approach was.a
necessary step in 1ts‘ﬂevelopment yet this has never been seen as an optlmum
solution.  More recéntly non-graded approaches have been attempted in the
lower school and eﬁorts ‘in this direction are given encouragement by the Educa-
tion Department. = The policy of fostering the welfare of students is being
vigorously- pursued at’4 Departmental and at a school level and the variety of

-approach evident in this.-regard augurs well for the future development of this

aspect of secondary eddcatron

What emergcs [a ds tbe greatest challenge at the presant time is to provxde
Achievement Certificate ‘type expém:nces in the upper school for the increasing
numbers of students for whom courses leading to the Leavmg -Certificate
examination are proving unsuitable.

»

OBJECTIVES AND AIMS

'Ob]ectrves of the comprehensive school

The adoption of the comprehensive school phrlosophy imposes certain
demands upon the structure and organization of the school and upon its curriculum
and teachmg/leammg procedures ' o

In an appcndxx to its recent report, A Critical Appraisal of Comprehensive
Education (1972), the National Foundatxon for Educational Research in England

126680—(2)
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and Wales set down a statement of the main objectives for the comprehensive
school, which was agreed upon by a group of teachers, educational administrators

* and research workers from the various disciplines relevant to education. This

statement classified the objectives of th\c»comprehensiw)c school under the headings
of (a) organizational structure and (b) cultural content. The:following descrip-
tion sets out the essential features of this classification.

Organizational structure. Under thiis heading the Report states that a school
should, by its structure and organization, endeavour to make possible
: (1) Continuing personal concern and provision for individual welfare
. and security, including-physical and mental health.
(2) Continving equality of opportunity throughout the secondary ‘stage
© of schooling, i.. no irrelevant. obstacles to- sclf-development.
(3) Flexibility which provides for i}é.tying interests and rates of develop-
ment and whith encourages sndividual initiative and personal
~ choice. ' AN .
> (4) The attachment of prestige to a wide variety of achievements and
. the recognition of personal and group endeavour. c
(5) The achicvement of social integration, e.g. between social classes,
' -gexes, ages and - ability ranges.
(6) An authority structure . - .
(a) within the staff, ‘
. (b) between staff and pupils,
(c) amongst the pupils themselves,
. which is appropriate to a school within a democratic society.
(7) The encouragement of the continuation of formal education for
" as long as is appropriate.:
(8) Guidance in relation to careers which takes account both of the
needs of the pupils and of the local. and national community.
- This would involve contact between the school and employers,
‘colleges of further education, etc. :
(9) Organic linkage between the school and the community in which -
it is set. : A . ‘ V
(10) Degree of contact between the school and communities other than
- , the local one. ~ :
Clearly many, of these objectives could be achieved in schools’ other than those
of the comprehensive type. Taken together, however, they express a need to
place an emphasis on promoting mutual regard and understanding between
students of different kinds of ability and among persons of diverse social back-
grounds—matters which are more readily achievable within a comprehensive
structure. - : o

- 38,
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In the translation of these objectives into action, it is possible that variation
will occur in the resultant organizational structures. This will be a consequence
of different environments. In each, however, individuality will be fostered—not
a narrowly selfish individuality but one Which recognizes and is made possible by
variation in the wider social environment. It is an individuality that aczepts as one
of its consequences social and moral responsibility. :

Cultural context. The Report cxtends the view that the curriculum and
teaching of the school, wheiher formal or informal, should have regard to the
development of children with respect to skills, physical activities, forms of under-

-standing, awareness and creativity, and economic and occupational considerations.

In these matters its objectives differ little from the objectives of other secondary:
schools. It does differ, however, in the particular emphasis that it gives to these
in contrast to the narrowly mtcllcctual approach to educatlon that some would.

~ advocate.

The degree to which the school should involve itself in the problems whxch
face society is a continuing issue on which school authorities are subject to
considerable pressure. Some consider that the school should adopt a passive
role; others urge that it should actively seek to involve itself in and explore the
vital problems and issues which face its own and all other societies throughout
the world. Today’s issues such as war, pollutlon, sex, morality, behaviour, world
government, responsijbility are seen as an integral part of a student’s environment
and, if our society requires of its members thoughtful and meaningful partici-
pation, many consider that these issues will need to form in vatying degrees

- part of the programme of the school. ~The objectives of the comprehensive

school align themselves more with this, second approach. Evidence of this may
be seen in the particilar objectives relatmg to cultural content set down by
the National Foundation. The section on mtcrpersonal and moral cducatlon, for

" example, states (p. 181)>

‘It goes without saying that the school will be concerned with
speclﬁc virtues such as rcspcct for others and for self and for property,
- consideration of people’s interests, fairpess and honesty; and with general
virtues such ‘as consclentlousness, sense of responsxblhly, integrity,
respect for law, self control, sincerity, self reliance, loyalty, a sane
attitude to authority; and with those virtues such us determination,
courage, patience and perseverance which are necessary to put the
- others into practice. But at the secondary stage it is of particular
importance that children should think critically and independently and -
thereby come to principles on which their behaviour can be based. The
range of people to whom these principles are applied is also of crucial
importance. At this age also the attention of childsen should be
directed towards their duties and rights as citizens, towards the responsi-
bilities involved in mamagc and bringing up a family and towards
opportunitics for’ service to the neighbourhood and to a wider society.
It is also necessary to prepare them for responsible adult personal

3*3’ ~ - \
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relationships by way of personal manners, poisé,.and courtesy and by
developing their capacity for personal relationships and sympathetic
response to persons of the same and of different traditions and cultures.

This statement reflects an approach which sees that, within the child, qualities
such .as the physical, intellectual and emotional are fully interrelated and not
distinct matters to be considered independently of each other. It suggests the
philosophy that the comprehensive. school, in addition to supporting a purcly
intellectual function, also has a much broader responsibility in preparing the
student for life in the community by fostering desirable social-emotional patterns

" of behaviour. _

Consistent too with this philosophy is a particular set of economic and
occupational copsiderations that structures educational experiences so that students
may be prepared to cope with the cifcumstances of work in a modern industrial
society. Such an approach emphasizes appreciation and understanding of the -
effects of technological change, the requirements of the world of work and training
in the practical complexities of adult life. ¢ ‘

The comprehensive approach finds narrow specialization incompatible with

jts concept of education yet it seeks to allow each student to gain mastery in

areas of skill or understanding in which he has particular interest and aptitude.
It secks further to emphasize the motivational aspect of skills, activities and
modes of ¢onduct as well as the actual attainments. In this regard the Report
states (p. 182): A ’

By this is meant the interest in them and capacity to enjoy them
for ‘the satisfaction that they give as well as the more extrinsic motiv-
ations such as desire to prepare for a chosen career, to pass examinations
ot to win approval and .prestige. This will exhibit itself not only in
curiosity, absorption and a sense of satisfaction ‘at school but also in
the use of leisure time, in the tendency to continue with them after

leaving School, when not obliged to do so. It will also -exhibit itself

in the determination to achieve-standards appropriate to each activity,

i.e. those connected with skill, getting things right, discovery, etc. In

the more interpersonal sphere, it will exhibit itself in the desire to enter

into personal relationships, to understand others coming from different -

backgrounds, etc, Similarly in the religious sphere, this will mean an

active personal involvement. , -

The comprehensive school aims to provide an, educational environment

that caters for the needs of all students regardless of background or ability.
Its particular philosophy has far reaching implications for discipline.

% .

¢

Aims 227 the comprehensive school |

The. question of what schools should teach has been the subject of debate
and speculation from the very beginning of formal education. What kind of person
does society want to have produced in its schools? . The answer to this question

y o
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has obvious implications for teaching: method, 'cun‘ioulum content, the social
structure of educational instructions and thus also.the matter of discipline.

One of the basic issues in debate upon aims is whether man should be

educated as economic, political and social man or whether he should be educated

as man. Basically the question involved is that of the relative importance of the
individual and sociecty. Educational aims in many places and at different times

" have reflected the varying responses that have been made to- this question.

In some, the needs of the child have been subordinated to those of society. In
others, this position has been reversed. Dewey’s formula of “the child in society”

not be treated as an isolated entity but the education he is given should be to
prepare him for “life in a society which respects his individuality”. )
Implicit in many arguments regarding aims in education is the issue of an
individual’s orientation to his society. Within a static society or one in which
little change occurs the emphasis will be given to educating a pupil to an acceptance
of his social heritage and its relevance for present living. The aim of education
will be to ensure stability of the society’s institutions and conditions in the present

and into the future. In a society subject to rapid.social, economic and techno- -
logical change, however, the necessity to plan an education that enables adaptation -

to such change becomes necessary. In this situation it may be necessary to delete,
modify or play down some of the values; beliefs or standards that have ceased

~ reflects the beginning of a synthesis of those extreme positions—the child should

to have relevance or appeal to students. The degree-to which this should take -

place, of course, is subject to debate by those who see no need to omit highly

valued parts of our inheritance from any programme:

‘In Western Australia. In the report of the Secondary School Cumculum
"~ Committee (1958-64) the basic aim of a secondary schools programme was

stated to bc ’

. to provide the opportunity for girls and boys m develop into
individuals -and citizens whose attitudes and attainments enable them

to lead full lives, to contribute to socnety and to obtain employment ‘

satisfactory to themselves and their erployers.

This report, which in many respects developed. the principles of curriculum and v

organization that have been established under the Achievement Certificate,
recognized the rapid social and economic changes that were occurring in

Western Australa and it had as one of its primary aims an evaluation of secondary
“education to determine “whether the products of our schools were meeting the

needs of citizénship-and employment” (p. 7). Thé aims which that Committee
identifitcd were outlined under five main areas, -which the report states were
“chosen as covering ‘all aspects of the Secondary Curriculum”:

(1) Health and physical eduoatlon.
(2) Intellectual bdcvelopment and the basic skills.

.
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(3) Personal and group relationships.
(4) Responsibility for moral choices.
(5) Environmental factors and forces. .

While the above aims chart the broad course which secondary education was

to take, it'is in the general principles enunciated by the Committee that forces for

change may be identified. Recognizing that the existing system of secondary
education was largely determined by the demands of external public examina-
tions, the Committee outlined the following major principles to guide its proposals:

(1) Modern society demands of its citizens and employees a flexibility.
in educational attainments and outlooks that will enable them to
assimilate increasing knowledge, to change with minimum con-
fusion from old to new techniques and occupations and to grapple .
with community problems which are becoming more complex
than ever before. Thus a general education should aim at the
development of flexible skills, techniques and attitudes rather than
- just the transmission of a body of information which may itself
become outdated. Organization of schools, of courses; and of
‘examinations should aim at greater flexibility, both in demand on
students and in opportunity for educational experiences.

(2) Since an increasing proportion of the population. will move into
skilled occupations, educational experiences in so-called academic
subjects should be realistic and meaningful, and give some chance
of success. Parents themselves will have to adopt a realistic
outlook in regard to their amﬁjtions for their children. On the
other hand, the sys’@em should be designed to avoid the invidious
distinction between }ghose who can get a certificate and ‘those who
cannot. R : :

b o

(3) A knowledge of how children learn should be basic to the develop-
ment of the organization of secondary education. - For example,
children learn at different rates and the organization should be
cognizant of this. Children prefer to be challenged and yet to have
success. Hence, learning goals should be defined in such a way as
‘to ptovide for real success but demand sustained effort. Moreover,
children are concerned with making meaning and order out of the
world around them, and any proposed cutriculum should take
advantage of such factors. A number of ‘other learning principles
are sufficiently well established to serve as a guide for the develop-
ment of learning experiences. )

¢
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(4) The main objective of the first stage of secondaiy education is to
provide a broad, general education which is designed to help the develop-
ment of thinking, and ' .

(a) to provide oi)portunity for study in elected areas; and

(b) to provide a firm basis for further siudy in and out of
school.. : '

While theré is some place for pre-vocational subjects, they should
be kept to a minimum and should aim at general educational out-
comies rather than specific job training. The relative proportion of
pre-vocational education will vary for different groups. "

These principles reflected in many ways the changing social, economic and
cultural character of Westein Australian society and .the- consequent changes
which were occurring within the educational system. Whereas. secondary
cducation'had been elitist and somewhat narrowly intellectual, it was now becoming - -
a more broadly based general education suited to the needs and aspirations of a
more diverse population. g

The Dettman Report. The Report on the Secondary School Curriculum
strongly influenced the Report of the Committee on Secondary Education (1969).
The Dettman Committee accepted the general aims set down by the 1964 report
as having direct relevance to the present situation. It saw. that the “major purpose
of education is the transmission of culture from one generation to the next” biit
qualified this by stating: :

' A feature of our society is its mutability. We believe this to be
one of its great strengths in that potential for change provides the
possibility for improvement. This potential can only be realized if
correct decisions are taken by citizens in ouf democratic society. The
purpose of education then is not merely to transmit culture but to equip
students for future decision making which will improve society.

The Dettman Committee also saw that there was a need for a more detailed
statement of aims and provided the following as a set of criteria by which
behavioural objectives could be established. (Paragraph® numbers refer to the
Dettman Report.) : -

74. Intellectual development.. Education should promote the’ student’s
intellectual development by helping him

{1} tc improve techniques of communication;

(2) to consolidate basic skills and to develop study skills;

3) to develop . the elements of logical thinking and problem solving;
(4) to develop interest in the pursuit of knowledge; and :
5 “to develop appreciation and taste. '

| 37
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75. Intcgratxon into society. Educatlon should contnbute to thc student’s
integration into society by helping him
(1) to understand Australian society including its cultural, social and
political traditions and the role of the mdlvxdual the family and
other small groups;”
(2) to tecognize the rights and responsibilities of individuals and groups
_in relation to other individuals and groups, ‘and in relatxon to.
suciety and tq the State;

(3) to recognize the role and sngmﬁcancc of mdustnahzatxon technology :
and science in modifying society;

(4) to recognize the agencies which mould public opxmon and ldentxfy
: the methods they employ;

(5) to participatc adequately in group discussion;
(6) to participate in and enjoy aesthetic and artistic activities;

(7) to develop cultural background through reading and participating in
other appropriate activities and by a variety of forms of self-
expression; and

(8) to interpret current events and conditions in their hxstoncal and
cultural perspective.

76. Physical and mental health Education should promotc the student’s
phymcal and mental health by helping him

(1) to understand and control his body and- emotions;
(2) to follow accepted health and safety practices;
(3) to cultivate recreational interests and to foster a continuing concern

, for personal fitness; 4 .
(4) to appreciate and support the services of health and safety auth— ‘
orities; and |

' - (5) to recognize health as a world-wide problem.

77. Economic competence. Education should assist the student to become
economically competent by helping him
(1) to explore interests, develop abilities and receive a sufficient range
of experiences to make a wise choice of future employment and
career;
) to understand something of the functioning of the economic system
O including the pressures directed at consumers;
\3) to develop competency in handling personal financial matters; and
(4) to appreciate measures designed to conserve human and natural
resources, . ‘
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78. Emotional and spiritual growth. Education should help the student
(1) to move towards emotional maturity; .

(2) to assimilate moral principles and to develop modes of behaviour in
accordance with these principles;

(3) to develop sympathetic understanding of other individuals and
groups, including tthe other sex and other age groups and to
recognize health and economic welfare as world-wide problems in
which human beings are interdependent; and '

4) to patt1c1pate in and appreciate constructive corporate experiences.

It is clear that the above statement of aims is comprehensive in at least two
senses—it concerns the full range of types of human development, activity and
behaviour; and some of the aims in particular imply that the education is to take
place in a setting that permits interaction with students from all. segments of
society.

CONCLUSION

The comprehensive school does not as such solve all educational problems.
It is an institution that seems consistent with certain values supposedly held by a
majority of citizens in Australia and elsewhere., Within the main concept, which
entails comprehensive enrolments and a comprehensive programme, there'is room
for a great variety of approaches to the organization and management of the
echool. 2

However, the Committee sees a numbér of 1mportant principles as being
deeply implicit in the very notion of comprehensive education. These have been
discussed in this chapter and elsewhere in the Report. They include principles
relating to the dignity of the individual student, the right of students to be prepared
for active participation in community life, the need to consider the educational
needs, capabilities and interests of each student in order to maximize his satis
faction and achievement at school.

These considerations are highly important to the matter of discipline, whether
prophylactic or corrective. Schools must be urged to place all possible emphasis
on positive measures that will prevent student dissatisfaction from developing to
the point of overt disruption to the school programme and other forms of anti--
social or anti-school- behaviour. Secondly, where corrective measures have
become necessary, forms of punishment must be such as are congruent with the .
general principles of the comprehensive school.
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SECONDARY EDUCATION IN WESTERN AUSTRALIAN
| GOVERNMENT SCHOQLS :

L]
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THE STRUCTURE OF SECONDARY EDUCATION

Introduction .
Govérnment secondary schools in Western Australia are non-selective,
co-educational, comprehensive district schools. They offer an education over five
, years following sgven years of primary school education. With a policy of

TABLE 3.1

DISTRIBUTION OF SECONDARY STUDENTS, GOVERNMENT AND
NON-GOVERNMENT, WESTERN AUSTRALIA—AUGUST 1972

Govemment' Catholic Other Non- , Total
Government R

First Year oo e e e 16332 " 2,956 1,354 20,642
Second YEar ... oo e e 15729 2,810 1,314 19,853 '
Third Year ... .. o .. 14031 2,655 1,291 17,977
Years 1-3, total . e . 46,092 ‘8421 T 395% . 58472
Years 1-3, percentage 78-83 14-40 . 6:77 / 100
Fourth'Year .. oo o e o 5142 1,404 1,086 8,232
Fifth Year . oo oo e 3,617 1,055 . 976 5,648
Special CIass . e e o 390 .
Vears 4-5, total 9,749 2,459 2,062 14270 - -
Years 4-5, percentage 68-32 17-23 14-45 100
Years 1-5, fotal e o o 55841 10,880 6,021 72,742

Years 1-5, percentage . o 7677 1496 8-28. 100
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chronologlcal p,romotlon operating in pnmary schools entry mt‘econdaty school
Jnormally occurs at.the age of twelve-plus”and, with the leaving age. set at the
end of the year in which a student turns fifteen years, most children remain at
high school until the end of the third year. .

In 1972 there weré 72,742 students enrolled in both Govemment and non-
Government schools. Approxnmatcly 76.8 per -cent ‘of these were attending -
Governthent schools, 14.9 per. cent Catholic schools and 8.3 per cent other non-
Government schools. Table 3, 1 sets out enrolments By year in Gévernment,

' '.Cathohc and other non-Government schoo]s for the year 1972.

<

e ~

» ‘
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It 1s apparent from the’ pefcentages glven in Table 3. 1 that non-Govemment_
schools are responsible for a larger proportion of students at Fourth and Fifth
Years than they are at the earlier years. This was also the case at the time of the
Dettmian : Report, '1968. However, Table *3.2 shows that the proportnon of ,

upper school enrolments is increasing in all schools, and rere rapidly in Govern-
ment than in non-Government schools. .

TABLE 3.2 "¢

* PERCENTAGE OF ENROLMENTS IN UPPER AND LOWER CLASSES IN |
' ¢ GOVERNMENT AND NON-GOVERNMENT SCHOOLS

.Govcn;ment . Non-Government A
1968 . 1972 T 1968 1972
Years1<3 | Lo e e .. 8744 825 164 2
-Years4-5 ... . .. L .. 126 . 17-5 23-6 267 - -
‘ . 100-0 1000 100-0 100-0
- Numbers and ‘sizes of secondary schools ' »

Secondary students in Western Austraha are educated in thrce main types

‘ .of schools: . , /

Senior high schools——caterihg foryears 1to 5 - 9‘5 : )
- High schools—catering for years 1 to 3 . ‘
Junior °hlgh schools——pnmary grades and secondary years 1 to 3.

-1
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A small number of students also receive secondary educatic:: in iﬁriﬁnary schools
sor by means of correspondence lessons. Table 3.3 sets out, by type of school,
secondary_enrolments in this State. ' :

“TABLE 3.3

SECONDARY STUDENTS ENROLLED IN . |
GOVERNMENT SCHOOLS BY TYPES : .
(WESTERN AUSTRALIA 1972).

. .
p : . Type . = Enrolment %
Senior high ... .. 43,794 7843

e HHER e - 1,266 51301 o .
o Junior high* ... 4,452 7-97 . -

o ~ Other ... v e 329 0:59 :

- - 4

. Total | ..’ .. 755841 100-00 -* -

. [3 1 .
’ *‘ﬁnior high 'schools are classified for certain |
administrative purposeg as primary schools, and do !
not appear in some of the following tables.

~ The sizes of Government secondary schools are shown in Table:3.4. In the
four year period since the Dettman Report, the total number of secondary schools
(not including junior high schools) has increased from 48 to 56.

TABLE 3.4 f"

GOVERNMENT SECONbARY SCHOOLS—ENROLMENTS AND CLASSIFICATIONS, 1972

3

— - 101~ 201- 301- 401~ 601~ 801~ 1001- 1201~ 1400+ ‘
Classification 505" 300 400 600 800 1000 1200 4400 Total

Senior high ... 2. 5 2

S ‘ 6 8 12 7 &
High .. = .. 1 3 2 3 .2 2 1 - C 14
Total ,, .. 1, 3 4 8 4, 8 9 12 7 56
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Rural-urban distribution of slpdents
Table 3.5 sets out for both Government and non-Government schools thc
- distribution of secondary students in metropolitan and country areas: for the
. year 1972. :

?

ABLE35

7

DISTRIBUTION OF SECONDARY STUDENTS METROPOLITAN/COUNTRY
(WESTERN AUSTRALIA 1972)

Metropoliun ) Country . Whole

Enrolment’ %  Enrolment % State

Government .. 38219 - 6844 . 17,622 3156 ¢ 55841

. Non-Govemment 14,335 . 84-72 - 2,566 : 15-18 . 16,901

' Total .. ... 52,554 72:25 - 20,188 27-75 12,742

1Y
1 »
. .

- . The figures in this table illustrate the concentration of Western Australia’s

secondary school population | within the metropolitan area.” Almost three-quarters

"of the students obtaining a secondary education in Western Australia do so in-
schools m the Perth metropolitan area. :

- Stadent/ Teacher Ratios. The studcnt/teachcr ratio in Govcmment secondary -
schools in Western Australia in 1971 was 17.6. This is calculated by dividing
the total number of students by the total number of professional staff employed

~ in schools, including pnn(:lpals, for example, but not including clerical staff and -
teachers on leave. The ratio should not, of course, be confused with the size of

classes. The number of students in a class varies widely depending on the nature . .
of the subject being taught at a particular time and Elace As all teachers need N
time for preparation. and marking of work, the aver size of classes would be ~ - \

' consxdcrany grcatcr than 17.6. : ' ' >
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Figure 3.1 show;s;th t there has been ‘a-consistent improvement in the
* student/teacher ratios sﬁ@ 1962. © ' ‘

3

. Students ;Seri'ea;her
i 3

-

1962 1963 164 1945 1966 1967 1968 1969 1970 197N

3

Figure 3.1 STUDENT/TEACHER RATIO

’,

THE FIRST STAGE OF DEVELOPMENT

The development of the present system of secondary education in ‘Western
Australia may conveniently be considered to consist of two main stages. The first
. stage includes the period of approximately thirty-five years from the foundation
of the first Government high. school (Perth Modern School) in 1911 to the
beginning of a reorganization of secondary education in the years following World
War II. During this period central schools—large primary schools. which catered
for the vocational needs of carly school leavers—were extended by ‘the addition
of courses- which catered for a three-year professional or academic, stream. In °
some central schools, the -primary and post-primary sections were ggarated and -

. AY
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established as’ separatc schools, often catering for puplls of one sex only. It was
during this period that district high schools, in many respects resembling Perth

- Modern School, were estabhshed at . Kalgoorlie, Northam, Bunbury, Albany and
.Geraldton '

* _ "This first stage in the development of secondary education may bc described .

as being “elitist” in chatacter and oniy a comparative few of those who completed
primary school wert on to complete five or even three years of secondary education. - .
Table 3.6, which sets out by ten yearly intervals the total and secondary enrol- ’

ments in all Government schools, illustratcs this fact.
i 5

b . - TABLE 3.6

s -
* TOTAL AND SECONDARY SCHOOL ENROLMENTS IN:
WESTERN AUSTRALIAN GOVERNMENT SCHOOLS .
1920-1970 - -
Year Total Secondary  Secondary as
enfolments enrolment - % of total
1920 . . 43102 5000 - 1039 .
21930 e e . SS19T 6227 - 11-28
1940 .. .. .. 55594 8,855 15-92
1950 .. et .. 69,503 11,348, 1632 -
1960 e 119,788, 27,552 23-00

1970 ... .. .. 174024 50,769 29-53° -

In 1920 only 104 per cent of the total enrolments in Govemment schools in
Western Australia were accounted for by secondary enrolments. By 1930 -
secondary enrolments had risen to 11.3 per cent and by the period of thc War,
this had risen to approxxmatcly 16.0 per cent of enrolments.

The hlghly sélective mature of secondary education in the period under
consideration is further illusrated by the fact that entry to Perth Modern School,
the most prestigeous Government secondary school in the State, was granted on

the basis of performance in a Government controlled scholarship examination. ¢

< Educationally, selection to this school was considered a high honour. Entty to '
other high schools in the State was also strongly competitive. A school entrance
- examination held in association with the scholarship examination, coupled with a

% + -
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system of recommendations from primary headmasters, ensured that only those
‘students with.above average achievement found their way into a high school. The
selection process continued less formally through the high school years' owing to
the limited range and lack of flexibility of courses available. Students who found
that they were not suited to the courses in which they were enrolled had no
alternative but to leave. : ' : : '

.- In genecral, those who were successful in gaining entrance to a high school
had good reason to conform to the norms and rules of the school. They were a
select group for whom the community had high expectations. . To fail after
selection would bring. discredit to the student and disappointment to his family
and friends. Further, a satisfactory secondary school performance leading to
the attainment of the Junior and Leaving Certificates was a strong guarantce of
entry into the professions, the Commonwealth and State Public Services and career

positions in private industry. In a period of slow economic growth or in time _,

- - “of econoitiic uncertainty such as this State witnessed in the period of the 1930’s
, ~ these were strong jnducements to conform. ‘

 Students who were not selected for. entry to high schools but continued their
education in central schools may have lacked the high expectations characteristic -
of the selected. ones.” However, the ability. to leave school on the fourteenth -
" birthiday meant that students who were not petforming well, who were "alienated:
from school or who were economically unable to remain at school could leave at .
the end of the first year or during the second year of their secondary schooling.
Thus, in central schools, too, those continuing at school were likely to conform
- voluntarily to the bchaviourai requirements of the school authorities.

THE SECOND STAGE. OF° DEVELOPMENT
The second stage of secondary school development in 'Wes‘tern Australia
. has coincided with a period of rapid population and economic growth. This growth
has imposed considerable strains upon the economy of the State and upon its -

_ have more than doubled, secondary enrolments have almost tripled and the number
of teachers employed has increased threefold. Table 3.7 sets out for selected years
the numbers of primary and secondary teachers and the numbers of primary and

_secondary enrolments in the Government schools in Western Australia for the

period 1920-1970. - B . ' )

The provision of educational facilities within Western Australia since World

: o War II has been complicated by geographical shifts in population. Developments
- " that have occurred in agriculture and in mining have resulted in sudden growth
3 in school enrolments in areas where facilities were non-existent or where they
were designed to cater for only a very small population. In the field of secondary
education this has added another dimension to a perennial and increasing problem

S - -
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. —that of providing for all areas of the State a secondary education comparable -

in quahty to that available in the metropohtan area of Perth and in latger country
areas. - ”

TABLE 3.7

GOVERNMENT SCHOOL POPULATION STATISTICS 1920-1970

. . Pn'mar); Secondaty . Primary  Secondary -
Year . enrolment enrolment Total teachers teachers Total
i . -
1920 .. .. 43,102 5000 . 48,102 1,418 83 1501
1930 .. 48970 6227 55, 197 _ 1,890 128 2,018
1940° .. 46739 8,855 55504 . 1872 181 2,053
“1950 .. ... 58,155 11,348 69,503 1,802 436 2,138
1960 ... .. 92,236 27,552 119,788 2,640 1,310 3,950
1970 .. ... 123,255 50769 174,024 3,901 2,787 6,688
. Reorganization

During 1946 and 1947 an 1mportant reorgamzauon of secondary education
in Western Australia ‘was instituted. Central schools were renamed three-year
high schools and were aligned administratively and organizationally with the
existing five-year hxgh schools. For the first time a full-time inspector of secondary
schools was appointed.

The junior high scheol. Foremost among moves to provide secondary = .

- education ‘in the rural areas of Western Australia was the development of the -
junior high school system in 1950. These schools developed rapidly with consoli- -

" dation measures such as the use of school buses and -the closure of some: rural

primary schools.. Under the Education Regulations, a school which has an average
daily attendance of over 150 primary puplls and over 25 secondary pupils in the
first, second ‘and ‘third years combined may be declared a junior high school if
the Dxrector-Gencral thinks fit.
"~ While the' ]umor high school may not be able to oﬁcr the large rangc of
courses available in a modesn Western Australian high school, it has enabled many
students in rural areas to obtain a secondary education which would have been
otherwise denied to them or which could only have been obtamed by residing at
a distant town at considerable expense to parents. -

9%
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Expension
The rapld growth that has occurred in secondary educatlon in this State in
the ‘post World War I years has.been due to a combination of factors including

" the raxsmg of the school leaving age, population growth and a gcncral rclauvc

jocrease in the demand for secondary education.

The raising of the school leaving nge In 1943 the Govcmmcnt was

empowered by the Education Act Amendment Act (No. 30 of 1943) to raise the .

compulsory age from 14 to 15 years. It was another ‘twenty years before this
was implemented. After the permissible leavmg age had remained at the four-
teenth birthday for almost 90 years, it was in 1963 raised to the end of the year
in which the student turned fourteen and in 1966 to the end of the year of the
fifteenth birthday. From a retention point of view, this amendment had important
implications. With children generally attending school in. the year in which they _

__turn six, most were now obliged to complete ten years of schooling—seven primary .. -
.and three secondary: To students whose birthday falls early in the year this meant

an additional two years of compulsory education, froni the day of their fourteenth

" birthday to the cnd of the following year.

Population growth. Table 3.8 gives an indication of the mcrcasmg rate
of growth of the population in Western Australia during the last forty ycars,
including the very significant contribution of the immigration programme. It is
obvious that such rapid population growth has been a major factor.in the pressures
for expansion of the education system. ’ '

TABLE 3.8 A
POPULATION GROWTH IN WESTERN AUSTRALIA, 1920-1970

-

Percent due to

Years * ‘ Toul Increase Due tO.mlg?éFlon migration
19204930 .. e 100,287 50,558 50-41
19901940 ... .. . 42,466 46 T —03-43
1940-1950 ... e .. 98,573 31,931 32:39
1950-1960 .. .. .. 158384 49,085 7 3099

o 1960-1970 ... ... .. 280,230 153 733 ' 5486
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‘Increase in demand for secondary education. Table 3.7 shows that in the
past fifty years there has been an increase in excess of 250 per cent in- the numbers .
of children enrolied in Government schools in Western Australia, but that secondary
enrolments have grown at a much faster rate than primary. In the period 1920-
1970, primary school enrolmeénts increased by 186 per cent whereas secondary
school enrolments increased by 916 per cent. This greater growth rate in secondary
enrolments reflects the changing economic conditions within the State, including
the remarkable technological progress that has occurred in recent years, and the.
realization on the part of students: and parents that a high correlation exists
. between levels of education attained .and future earnings. Education is seen by
many particularly those in lower and middle socio-ecoriomic groups, as a powerful
means of attaining upward social mobility. Govérnments, too, have recognized
the value to economic growth .of an educated workforce, and have increased the
provision of scholarships, grants and subsidies at State and national 'levels.

THE REPORTS OF COMMITTEES OF ENQUIRY

In the past twenty years there have beéen four significant committees of
enquiry into secondary education in Western Australia. - The reports  and
recommendations of these committees have had the cffect of radically altering
the character and direction of secondary -education in this State.

The Committee on Secondary Education (1952-54)

The first of the committees of enquiry under the chairmanship of the Superin-
tendent of Secondary Education, Mr V. Box, met at “a time when secondary
education “was on the verge of a tremendous expansion, not only as a consequence
of the post-war ‘population explosion’, but also because of a rapidly changing
social structure, characterized by a technological advance hitherto unknown in
this; State”. This committee made cleven recommendations, some of which were
to have far reaching effects upon the operation of secondary education in this
State. ‘

The Secondsry Schools Curriculum Committee (1957-58) ‘

' This committec under the chairmanship of Dr T. L. Robertson issued a report
which 'was “an attempt to outline the general aims and areas which the Committee
feels should form the basis of a secondary schools curriculum programme in this
State”. This Commitiee was concerned only with the “basic requirements of
secondary pupils in the upper 85 per ceat of the ability range of the school
population”, and it recommended that a special investigation be carried out into
the needs of the lower 15 per cent. '
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This report is significant in that it foreshadowed much of what was to emerge

in later years. It proposed such matters as core and elective subjects, varying’

student progress, units of work, streaming and cumulative assessment..

The Committee of Enquiry into Secondary Education (1962-63)

This committee, also under the chairmanship of Dr T. L. Robertson,
reviewed the progress made in secondary education from the 1954 Report. It
noted that six of the eleven recommendations made in that report had been
implemented. All of these have significance for the present report: :

(1) That children completing the primary course transfer to high schools

if possible; and that, in addition, all children who have not qualified
" by conipleting the primary course and whose thirteenth birthday
occurs during the year be transferred to high school,- irrespective

of attainment, so that they may have the advantage of a secondary

school environment before theyleave school. -

(2) That in the metropolitan area high schools be co-educational and
.~ comprehensive in type with enrolments of 1,500 plus.

(3) That, in the country, high'schools be co-educational and multi-
lateral in type. o :

(4) That secondary school scholarships be abolished.

(5) That all new metropolitan high schools be situated in the outer
* suburbs.

. (6) That high schools near city, Frcmahtlc and Midland Junction

L business centres be removed to the suburbs as soon as possible.

In addition to. a review of the recommendations made in the 1954 Report, the
committee also made recommendations regarding the future direction that secondary
education should take in Western Australia. Most of the recommendations set the
stage for the future development of the Achievement Certificate, but what is of
particular interest to this present Discipline Committee was the re-affirmation of
the prihiciple of a secondary education for all children regardless of ability.

" ‘With the publishing of the 1954 Report, the principle of a secondary
education for all children was firmly established. With the removal of the

secondary school scholarship the last vestige of selective entry into high schools

was- abolished. Thus, in a space of several decades, secondary education in
Western Australia had changed from a highly selective and *glitist” education
in which academic considerations dominated to a non-selective g):ncral cducation
for all children. The provision of some secondary education for'all children was

strengthened by the raising of the school leaving age m 1964 to the end of the
~ year in which a child attained the age of fifteen years. i !

The extension of the school leaving age was in keeping with the new
philosophy of secondary education expressed within the reports of the various
committees but it pjJaced demands upon the system to provide a range of courses

N1 § I
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suited to the needs of a much wider range ‘of abilities and interests than had been
the case in the Pre-war years. Students who, because of problems relating to
motivation, achievement, economic circumstances or other factors, previously
would have left at the end of primary or the first year of high school were now
required to remain until at least the end of the second and probably the third
~ year.of high school. The extension also placed organizational and administrative
demands upon secondary schools because they were now required to accept some . -
students who were unable to benefit from most available courses at a secondary
level, and many others for whom courses of an academic nature were unsuited.
The effects of non-selective entry and increased school leaving age were indeed
far reaching. Their effects are still being felt in curriculum, in administration, in-
school organization, in teacher attitude and indeed in all areas of secondary
schooling. ‘ R

_ The changes that had been cHected in the post World War II years with regard
to entry and school leaving age, and the change in philosophy that occurred as
the result of the recommendations of various committees investigating secondary
education, necessitated a complete. re-thinking of the structure of secondary

_ - education in Western Australia. This re-thinking was to take place through the
deliberations of the Dettman Committee. . - .

A

The Dettman Report (1967-69) .o ,

- The recent course of secondary education in Western Australia has been

charted by the recommendations of the Dettman Report. In 1967, on the advice

of the Director-General of Education, the then Minister for Education (the Hon.

E. H. M. Lewis) set up aommittee to investigate and report 'on the future of

 secondary education in Western Australi# This committee, which was under

. the chairmanship of Mr H. W. Dettman (Director-General of Education) came

* to be known as the Committee on Secondary Education. In its membership were

representatives from non-Government schools, Catholic Education, the University

" of Western Australia and the Education Department. The follawing broad
statement set down by the Minister constituted the terms of reference: '

~ To investigate developments elsewhere, assess the needs of Western

* Australia and, in due course, report on the future organization,

‘structure and courses required to meet those neceds, and to make
recommendations. n

The recommendations of the.Dettman Report cover almost every aspect ‘of

the operation of secondary schools. Basically they may be divided into those

awhich relate to structure and those which relate to educational principle and

practice. v

Recommendations relating to structure. The recommendations of the Box -
Report (1954) had brought about considerable change in the operation and
structure of secondary schools in Western Australia. Important within this was
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the policy of secondary education for all children without regard to selectivity and
the transfer to high school at age twelve plus. The Dettman Report reaffirmed
thes® principles and extended them by adding recommendations that would
de-emphasize a preoécupation in secondary school with purely academic matters,
Foremost among its recommendations was the removal of external examinations
(the Junior and Leaving Certificates) and their replacement by internal school
assessment. Certificates of secondary education based on these intérnal assess-
ments would be issued by a Board of Secondary Education which would exercise
" a general ovérview of the secondary curriculum and ensure comparability of
standards between schools by the use of moderators and the application of
;standardized tests. ' ) -. '

) The committee saw thé need to provide students with a broad, general
education and accepted the principle of having both core and elective subjects
which was a characteristic of the continuing Achievement Certificate pilot project
initiated by the Department in 1968. The practice of streaming, or grouping of .
students according to general ability, was considered to be educationally unaccept-
able and in its place the committee recommended the adoption of a multi-level
approach for the core subjects of Englisk, mathematics, science and social studies
and a unit progress approach in the case of clective subjects. In order to achieve
this approach in schools they suggested the use of the administrative devices of
cross setting and group teaching. - , ' ‘

Other measures relating to structure suggested in the report related to special
provisions for gifted and handicapped students, the adoption of the principle of
chronological promotion with a primary/secondary transfer at age twelve plus,
the provision of financial assistance for those in remote areas and the provision of
adequate teaching resources and facilities. , -

Recommendations relating to primciples and practice. The belief that, the
teacher was the dispenser of knowledge and that the child’s role in learning was
a passive one tended to dominage thinking in secondary education in Western
Australia in the period before World War II. In the post-war period, the need
for variety in approach and content in secondary education was recognized and
the role of the teacher in: the teaching/learning situation was the subject of

~ considerable profcssional debate. The Dettman Report,” referring to the
instructional process, stated: ‘
- We envisage considerable changes in the role of the teacher. "He
©  should become less the dispenser of information and more a person who
~ structures learning situations and guides learning activities.

The adoption of this attitude, while consistent with developments that had

occurred in knowledge about the way in which children learn, was also due to a

for variety among student sbilitiés and attainménts. It may also be seen to bear

Uit
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- recognition of the need-to make provision within the teaching/learning situation -
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a close relatlonshlp to the belicf inherent in the report that cach child should

_-~_ receive the maximum possible amount of education both from the point of view
of personal development and from that of contributing to the improvement of
society as a whole.

The report expressed the belief that secondary schools freed from the
restraints of external examinations should “be able to concentrate on the broad
aims of education directed towards the promotion of each student’s intellectual
development, integration into society, physical and mental health, economic
competence and emotional and spiritual ‘growth”. Consistent with these aims was
the belief that a greater measure of “self responsibility” should be giver to students
and that in the learning situation creativity should be fogtcred by allowing students
“freedom to exercise some independence and ongmahty '

1

RECENT DEVELOPMENTS

The recommeadations of the Dettman Report-have guided recent develop-
ments in sccondary education in Western Australia, the two most significant
features of whigh have been the establishment of the Board of Secondary
- Education and the implementation of the Achievement Certificate, with its internal
assessment and multilevel approach to the study of core subjects. ‘
The Board of Secondary Education ' .

Following the recommendations contained within the Report, a Board of
Secondary Education was established in 1969. This Board, which is under
the direction of a full-time director, consists of nineteen members. They include
representatives of the Education Department, non Government secondary schools,
the University of Western Australia, the Western Australian Institute of Tech-
riology, the Western Australian State School Teachers’ Union and members of thc
general community. -
The Board of Secondary Education is rcsponslblc for the issuing of a ’
certificate known as the Achievement Certificate. This is uSually awarded at the
end of the third year of high school. Itis issued on the basis of ‘school dssess-
‘ments and, in order to ensure comparability of standards between schools,
the followmg methods of moderation are adopted: v - ‘

- (1) The comparison of student. work and discussion of assessment |
‘ procedures by teachers at regional meetings.

(2) The employment of modcrators to visit schools to comparc
standards of work and school assessments.

(3) The application of comparability tests by which schools may check
7 o the distribution of students w:thm the various levels of the core 5
sub)ccts -

Q ‘ ) " N ’ .., 53'
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. The' Achievement Certificate -

The Achievement Certificate issued by the Board of Secondary Education
records student achievement over three years and not merely performance in
a single “one shot” examination as was the case with the externally examined
Junior- Certificate. Provision is made on all “Certificates ‘for assessments in the
core subjects of English, mathematics, science and social studies. Each of these
subjects is studied for about six periods per week for each of the three years.
The level (see below) at which each of these is studied is also recorded. Within
each of these, a pass or a pass with credit may be awarded. The Board may,
if it so wishes, refuse to grant an award for any subject. Other assessed subjects
are shown in units representing the study-of a subject for two periods per week for
a year or its equivalent. As in the case of core subjects the two grades of pass
may be given. Other courses of study which the school considers desirable not

" to assess are listed separately by years but are not shown in units.

A Levels of assessment. The core subjects of English, mathematics, science
and social studies have levels of assessment. In English, science and social studies
there -are three levels—Advanced, Intermediate and Basic. The distribution of
stiidents within these levels approximates 25 per cent at Advanced, 50 per ccnt %
at Intermediate and 25 per cent at Basic. In mathematics there are four levels
of assessment—Advanced, Ordinary, Elementary and Basic. Approximately one
quarter of an age group qualifies for each of these levels. In foreign languages,
two levels are established with approximately half of the students qualifying for
the upper level and half for the elementary level. As indicated above the
grades of credit pass and pass may be granted at each level. '

Approval of courses. Schools have a large degree of freedom in the selection
of courses for the Achievement Certificate and no prescription of textbooks or
of syllabuses is undertaken by the Board. The Board must, however, approve
courses before they may appear on the Achievement Certificate.

Movement of students between levels. The provision for changing levels
in the core subjects is an integral part of the Achievement Certificate scheme,
although transfer in an upward direction becomes difficult in the subjects of
science and mathematics after the first term of the second year. Recommenda-
tions for, movement between levels are made as a result of a process of continual
"assessmént using a number of measures over a period of time. Difficulty of
upward transfer between levels has been recognized by ‘the provision of short-term
adjustment classes, which, through intensive instruction, bring students to a level
of achievement that facilitates their location within the new level.

Administrative organization of high schools. An important consequence of
the adoption of a multi-level approach to the structure of core subject courses
has been 'the need to adopt cross setiing procedures within secondary -schools.

r'd
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This "approach . tdgcthcr w1th the provision of a wide range of elective sub]ccts

" ' has been facilitated in some ways by. an earlier decision of the’ Box Committee

poe l’rovkion o! courses and curriculum matenals. . Under the Achlcvcment
|« ° Certificate ther¢ has been a significant increasc in the availability of courses in-

secondary schools.in the State. In addition to the four cote subjects with their-

various levels, students must take the required subjects f health education,
In the

human_ relations, library resourges, physical education -and speech. |
first year, the sub]eets of art/crafts, drawing, home economics (gu:ls), manual
arts (boys) and music serve as an introduction to the optionjl subjects available
in the second and third years. Generally these subjects are taken by all students
and each course is subject to assessment within the school. |In the second and
" third years of the Achicvement Certificate schemé, schools chfcr a wide variety

of opitipnal subjects from which a student may choose. No school can offer all -

options, the range for each school being determined by its facxhtlcs and staffing

-and by the needs of the ‘students in that school.

-
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At prescnt m excess of ﬁfty

.

- -optignal-subjects-are-offered throughout: the-State: - -

. The rapid increase that ‘occurred in the numbers and Iévels of courses offcrcd
in secondary- schools jnitially outstripped the availability ‘of tcxt and Specific
reference: materials-avialable. ‘To meet this-need the~Curriculum Branch of the

Education Department has provided student and teacher materials for all sub]ccts
At the time of the introduction of thic present Achievement Certificate in 1969

~ the only subject for whxch some texts were avallablc was mathematics.

/
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RESEAI&H DESIGN AND METHODOLOGY

1

Inh'odllcﬂon B - L b

While reports from teachers, admxmstra rs and the lay pubhc have expressed -
concern over incidents of student indisciplifie, there is little empirical evidence to
suggest the nature or extent of disciplinary problems in secondary schools’in this
State. The Committee, therefore, considered it essential to carry out a series of
research pro;ects to determine the precise nature of the problem with whlch it

INS#RUMENTATION

e

c%schools, five main surveys wcrc initiated on behalf of the Committee .
ch ch and Planning hranch of the Education Department. Copies of
exearch mstruments are, sh¢wn in Appendlxes 1-5.

The most urgent infonzlation required by the Committee related to the -
nature éf"theroblem: Is there a discipline problem in schools? If so, how
serious-is the problem? Where is the problem located? What.are the character-
istics of the teachers who /find discipline a serious problem when they teach?
With what students do control problems become most acute? In what behavioural -
-forms is the indiscipline manifested?
~ Until some answer was found to these fundamental questions, the dehbcratlons
of the- Committec were necessarily gmded by supposmon . Accordingly all
secondary teachers in the State were given an opportunity to complete the Teacher
“ Questionnaire as part of the first phase of the Committee’s investigation.
“The Teacher Questionnaie contained the following items; °

(1) Twenty-two biographical and situationally descriptive items about
~ the characteristics of the school, the teachers and the. potentlally
< - dmmptnfc studcnt

| ‘ ‘ '
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" (2) Twenty-cight situations in which. t.lle’resp(;hdents... (the teachers)
rated potentially disruptive behaviours according to their frequency,
seriousness and troublesomeness. :

.The Questionnaire also contained a section reserved for the ~tcachcr§’ written

comments.

. School Adminis‘tntoryQuestionnaire ; ‘ o

Questionnaires were sent to the populations of high school principals, deputy
principals and principal” mistresses. The School Administrator Questionnaire
consisted of separate sections to be completed by cach of the above persons, and
some. sections to be filled in by all three administrators in consultation.

The _qucstiopnaire sought to ascertain: . . - ‘\
(1) Those. characteristics of school administration and organjzation

 which had relevance to an- understanding of disciplinary problems.
The Questionnaire dealt with such matters as: the role. of student

__councils, prefects, characteristics of teachers with disciplinary

~and authority, tap this vdimension.

IS, Y

(2) The perceptions of principals regarding the nature, extent and causes
of discipline problems. . . . : .

(3) Measures; adopted by schools to counter discipline problems, and
recommendations on remedial measures required in Government.
. _ secondary schools generally. Space was left for written comments
on any items not raised in the Questionnaire but which admin-
istrators considered could hiave bearing on the question of discipline.

Student Questionnaire : .

The Student Questionnaire was sent to a 10 per cent random sample of
students in all high schools in the State. In constructing the instrument, it was
recognized that the student was influenced by three types of educational environment
~the home, the school and the peer group. Within these environments, Keeves
(1972) identified three important dimensions—structure, attitude and process—
that provided a guideline for selecting items to compose the Student Questionnaire.

The structural dimension was measured by including items relating to the

" occupational status of parents, size of family, size of school, and cther structural

variables. The attitudinal dimension is characterized by the objectives, attitudes,
and expectations held by the studentsin the home, the school or peer grougs. Items
relating to the student’s educational aspirations and his attitude towards punishment

_ The process dimension. is represented by items whi.;ch\élicit, ‘for example,
the manner in which a student interacts with parents or reacts to an imposed
discipline. If questionnaires are to serve more than & descriptive function and are

' \
: » \
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to realize some explanatory purpose, then it is important that the process, or the

" way students interact in-their environments, is explicated.
In broad terms, the following outcomes were sought:

v -

(1) An understariding of student interests and opmlons regarding school
activities.

2) An insight into the student v1ew of d|scrp1mary matters. -

(3) An appreciation of the’ relatlonshrp of home background, peer group _
factors and certain school envrronment factors with maladaptive
school behaviour. -

o , L
Parent Questlonnau'e :
) The appreciation that parents play a slgmﬁcant role in the formal education
of their children at school prompted the Committee to survey parental attitudes
towards selected facts of school operation, particularly those pertaining to
‘ d|sc1p11nary matters Apart from provrdmg certam brographlcal deta11 about

opmron about the current state of school discipline, (ii) corporal punishment and .

suspension, (iii) authority of the principal, (iv) parental involvement in school
decision making, (v) school umforms, (vi) parent-school communication and
~(vit) curriculum.

Case studies of deviant student behavmur

To gain some idea of the types of extreme mdrscrplme being encountered in
high schools guidance officers currently employed in these schools were asked to
identify students who were considered to be most troublesome to teachers and
administrators in their school behaviour. Departmental guidance officers were
asked to compile structured profiles of these students regarding their home
background, academic potential and other related matters.

In particular, the structured section of the case study report contamed fifty-
four /questlons relating to :

(1) School characteristics.
(2) Subject identification.
:(3) Family background.

- (4) Personal characteristics.
(5) Schooling characteristics.
(6) Nature of behavrour

The seventh se¢ction was reserved for general comments on school - ‘history,
home conditions, behaviour and treatment in the home envirchment, leisure
activities, relationships with particular staff members, guidance' history, remedial
measures adopted and relationships with other students.

{.
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A secondary purpose of the case study programme was a methodological one. |
Tt was anticipated that the dircct person to person interviewing between guidance -
officer and deviant student and theypossibility of probing in depth .the ‘leads
- uncovered by interviewing, would provide insights that might be lacking from
C the more impersonal questionnaire technique. . . o

* Apart from providing an overview of extreme deviance; the case studies sought ‘

to -identify common traits among thesc students which could form the basis of
remedial programmes or services designed to assist such. children.

4 ' ' R [anl
7 . ‘ SAMPLING AND ADMINISTRATIUN
">\ The Tescher Questionnsire T, o .
4' Sampling procedures. All secondary teachers (including teachers of second-
ary students in junior high schools) were invited to complete ‘the Teacher

Questionnaire. Of this population of teachers, 2,268 (75 per cent) responded.
__Nonp-response was due to the failufe of complete school staffs to.return.question=—......oowomees

: naires and teachers within schools who chose not to respond. The former category

5 " made up 9.1 per cent of the total secondary teaching staff while the latter category
comprised 16,0 per cent. The majority of non-respondents falling in the former |

P ‘ category were staff members of country schools; the urgency with which the
S Committee required this initial information precluded extending the deadline for

LR

N

“-.___ beginning the data processing. A large number of questionnaires from this group
“wereseceived after the deadline. ' . o

The ‘net effect of the non-response of a quarter of the secondary teaching

staff is not easy to assess. Consultation with various teachers does suggest that

those who did not submit questionnaires were not from any particular sector of

‘teacher opinion. Presumably those with strong feelings about discipline in schools

would have advised the Committee of their feelings, given this formal opportunity

to do so. The omission of a disproportionate number of country teachers does .

not seem likely to have seriously biased the findings related to discipline. Analysis

-of completed questionnaires did not reveal any substantial differences between

attitudes of country and metropolitan teachers. * It would seem likely that the -

75 per cent response has provided, for the purpose, of this study, adequate coverage

of the opinions of secondary teachers.

Administration characteristics. In order to encourage frankness of response,
teachers did not reveal their identity in the Questionnaire. In addition, a special
administrative procedure was employed. Principals were asked to delegate the
responsibility for administering the Questionnaire to a staff member.- Instructions
to principals regarding this matter read: o -

Teacheis on your staff are asked to respond to the items as ffra'nkly
as possible. The anonymity of their responses will be ensured. In order
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to encouragé teachers _to respond accurately and as independe‘ntly“as
possible it is -suggested that the responsibility for distributing and

* collecting the questionnaires be given to a member of the teaching staff.
The Committee hopes for a complete response from schools so that

‘your co-operation in encouraging and overseeing the administration of .

‘the questionnaire will be most appreciated.
The Administrator Questionnaire 4 : :
Administrator Questionnaires were returned from 54 of the 56 high schools.

~ Within the single questionnaire, one for each school, were sections reserved for

principals,” deputy principals and principal mistresses. The compilation of these

. separate -sections into a.single booklet permitted the “matching of the views-of -

administrators from the same .school. It was felt, for example, that within the
ambit of his role as deputy principal this administrator woulé have at his disposal
certain information not readily available to the principal. Instructions to this
effect were provided to principals as follows; :

“In order to facilitate the.administration and analysis of the question-

+eooee e TiRir@%; - SEPATate-seetions-have- been-set-aside- for-completion--by-the -~ - oo

., administrators were a.
deputies and principal

. The Stndent' Questionnaire

principal, the deputy principal and principal mistress. The sections: to
*be completed by each person-are clearly detailed on the front of the
Questionnaire. Please note that sections D and E are to be completed
by the principal in consultation with the deputy principal and first
mistress. Should there be any disagreement over any responses, please

set out the reasons in the sections reserved for comment at the back

- of the Questionnaire. . . ‘

The Committee recognizéd that administrators within the one school may
have different views about the degree of indiscipline within the school and about
the most ecffective means of dealing.with the problem. Several administrators
commented that they felt somewhat constrained because their colleagues had
access to the same questionnaire in which other personal opinions were contained.
In a similar vein it was commented that in at least one school where the
to discuss mattersin consultation, disagreement between
as always resolved by the principal exercising “a casting
ing from the comments included in the questionnaires,

ded without any apparent inhibition.

vote”. In most cases,
the school administrators res

Drawing the sample. ‘The Committee was very conscious ofgﬁw to
ensure that opinions expressed in the Student Questionnaire were highly represen-

tative of student viewpoints in general. To effect this representation, a stratified -

random sample of approximately ten per cent of the total enrolment was selected
in éach high school. T '

Schools were notified of thé number of students required from the enrolment .
in each year level. The methods to be adopted for drawing this sample were -

i
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: described in considerable detail and ‘e\“?ery effort was made to prevent the intrusion '
-of any systematic bias into the sampling procedure. The Jastructions to principals
regarding this matter read: . g

Several alternative sampling procsdures may be used o determine
which ‘particular students participate. The esseniial characteristic of any
method is that each student in cach year level should have an equal

_ opﬁ:ortunity.of being selected. No student should be selected by the
following methods and then discarded for some other reason, unless

" the student is absent from school. If the latter instance should happen -
then another student should be randomly selected to take his place.

The alternative procedures for sampling are '

(A) If student record cards are kept in a completely alphabeti-
- . cal or random order (this excludes situations where record
cards are kept by class groupings or where the composition
- of the class'is based on ability, options, or some non-
‘ : haphazard matter), then every nth student from each year
’ level may be selected, e.g. if therg are 250 first year

students and 28 first year students a

re_to be selected, . .. .

i '.~m.‘r~':z~-ﬁ"—fﬂeﬂ“-'»:-zf*“-f-"‘w‘“-» - m““ﬁ iﬂﬂ : 3 f the ]‘Ist‘ C‘U‘ﬂﬂd—_ be"selEcicd,

- giving 25 students and the remaining three students made
up by selecting a further three, (perhaps the 11th, 21st
and 31st students). - :
Where separate male and female lists are kept, the above
procedures may be used.  In this casc make sure that the
proportion of boys to girls in the sample is the same as
the proportion in-the total year group. :

(B) If student record cards are kept in some systematic order
(for example, by.class or ability grouping) then a table
of random numbers should be used. Instructions for using
the table of random numbers are enclosed. Though this
procedure is somewhat cumbersome, it is necessary to
ensure randomness and representativeness.

“Schools were supplied with tables of random numbers. :

Questionnaire administration conditions. It was considered important that
‘no constraints were placed upon students when completing the Questionnaire. If
students felt that their responses were under surveillance, the likelihood of their
giving socially desirable responses to contentious items would be drastically
increased. For this reason, students were not required to append their names
to questionnaires although, for further follow-up research purposes, advantages
would have accrued had the identification of respondents been possible, It should
be noted that the decision to preserve anonymity of students has not usuaily been |
taken in other surveys cf this nature (Coleman, 1961; Andersson, 1969). The
instructions issued to principals regarding this and other pertinent matters are

shown on the following page. -
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It is important that no constraints are placed on students to answer
any item in the Questionnairc. For this reason, the students’

~ names are not to appear on the Questionnaire nor are the students’ *

3)

responses to be read by .any member of the school staff.

In order to promote frank responses from students, as far as’
- possible, the administration of the Questionnaire should be left

in the hands of responsible senior students (student council mem-

“bers who have not been selected to complete the Questionnaire, -

for example). School staff members should play as minimal a
supervisory role as possible yet maintain a reasonable testing
atmosphere. The teacher should only intervene if students are
talking among each other or breaching conventional classroom

codes of behaviour.

Some parts of the Questionnaire are unavoidably complex. Less

able readers and younger students may have difficulty completing
these parts. Senior students (or staff members, if called upon)

~ should act as consultants when called upon to explain any aspect =

T

4

oftie- Questionnaire.— They -should b careful ot 1o~ prejudice
any answer from students asking for assistance. Please make clear
to all students that this assistance will be forthcoming if sought.

*

30 minutes for the slower student to complete, while Part Two takes
about 75 minutes, It is probably necessary that students be given

" a break’ after completing Part One. Ideally, students could leave

their questionnaires on their desks and return after an interval of

. time. Time-tabling exigencies may preclude this procedure from

(5)

(6)

“being adopted. If this is so then students should note the code

‘number on the cover of each booklet and the senior students
supervise the collection of questionnaires. ’

"The contents of the Questionnaire are confidential, and all booklets
must be returned. -

@
¥

Senior students should bundle and seal all completed questionnaires.
The single page enclosed with the questionnaires should be com-
pleted by the principal or deputy prinéipal and attached to the
bundle of questionnaires. The package should then be sealed.

Noteworthy among the instructions above is the requirement that senior
school students be responsible for the questionnaire’s administration. This-

instruction was designed to build up aresponsible climate during the administra-

tion. Comments from school administrators and the quality of studént responses.

indicate that this was achieved. Of more than 5,000 questionnaires returned,
only three showed signs of deliberate non-compliance with instructions by erratic
completion of items or puerile comment. These questionnaires were discarded.

Xy
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In all, 5,062 questionnaires from fifty-five high schools were returned for
analysis. This number represents an almost perfect response rate.

Parents were sampled according to procedures almost identical to those that
governed the selection of. respondents to the Student Questionnaire. Since the
primary purpose of the Questionnaire was to provide a total picture, rather than
a school-by-school - picture of parent attitudes, a sample of parents based on
approximately 3 per cent of students was selected. Sampling was stratified
according to school and year level. -Within each stratum, the selection of parents
was cither purely random ‘according to a table of random numbers, or effectively
random -according to the systematic selection of every nth student from the
alphabetical arrangement of school record cards. : /

Questionnaires were sent to schools which arranged for their despatch to

the homes of the parents of students-who had been selected according to the.
procedures described above. The completed booklets were returned in sealed

~_envelopes to- the school or posted directly to_the Education Department Research

- Questionnaire.

Branch. .
The response rate from parents was extremiely high. Of the 1,655 question- .
naires despatched, 1,512 were returned satisfactorily completed. School by school,
the response rate from parents ranged from 66.7 per cent to 100 per cent return.
Several special arrangements were necessary for administration of the Parent
, Principals were advised that should brothers or sisters by chance be included
in the sample, then only one questionnaire should be sent to the houschold. In
this instance an additional family should then be included jn the sample:
The second difficulty arose in the case of parents with more than one student
at high school. Many of the pertinent questions which the Committee was
anxious to raise dealt with the attitude of the parents towards some aspect of the

~ functioning of the school. It was realized that parents who have several children

at school, probably at different year levels and pursuing different courses, may
“have disparate attitudes depending on which child is considered. To overcome this
problem, parents were advised by letter to consider only one child in the family,
namely, the child who brings the Questionnaire home from school. Imstructions
regarding this matter were outlined In an accompanying letter to parents: 4
- Some parents may have more than one child in high school. You"
may haves different views about the type of education each child is
receiving. To make it casier for you to fill in this questionnaire consider
only the child who brings the Questionnaire home from school. - Each
question then relates to what happens to this particular child in your -
family. If you have some:views about the type of secondary education -
being received by other childrén in your family you may write these
down at the end of the Questionnaire in the section reserved for your

12688—(3)
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comments. Should the child be living with a guardian then the guardian
may fill in the Questionnaire on behalf of the parent. '

A final factor complicating administration of the Questionnaire was the

possibility that, within a  family, parents held opposite views on the education of -

their child. Provision was made for only one of the parents to complete the
Questionnaire. No Wwatertight solution was found to this problem. The most
reasonable compromise seemed to be to instruct parents as follows: '
The Questionnaire may be filled in by either parent. The parent
who fills in the Questionnaire should try to see that the views expressed
are shared by the other parent. B A
These special administrative -arrangements, coupled with the fact that parents
were not asked to identify themselves on the Questionnaire and were!-guaranteed
the anonymity of their responses, seem to have _eliminatod=the more serious
sources of bias that were likely to confound the research findings.

The case studies =~ : :

Selection procedures, ~Assistance with this phase of the. Committee’s research
programme was received from officers of the Guidance and Special Education

* Branch. Officers. from this Branch assisted with preliminary planning and

supervised the interviewing and collection of data in the field.
An initial concern was to ensure that the cases selected in the sample were

representative of the extremely deviant Students. To achieve this end certain

criteria were laid down to clarify and standardize selection procedures. Firstly,
guidance officers were asked to select students in consultation with other adminis-
trative staff and teachers in order that no personal prejudice should bias the
selection of a student for case study. In addition instructions to-guidarce officers

- in the field were circulated and discussed among metropolitan senior and district

guidance officers. These read: :
. - -
It should be emphasized that your initial selection of “the

disruptive students is of crucial importance. The subjects for the case™.

study are those students who are causing teachers and school adminis-
trators the most severe problems with their behaviour. Unless the
students’ out-of-school activities intrude and substantially interfere with
the running of the school then they should not play a part in the
selection of the subjects. Students judged “juvenile delinquents” by a
court of law, if they are relatively well behaved at school, should not
be selected for this study. Thus the students chosen may be from any

_ year group, be of cither sex, of any age, and so on. The one

" Characteristic that they must have in common is that the school staft
members as a wholé are in agreement that the student is most difficult
to deal with. Persistent misbehaviour ought to be another common
characteristic of the student. In general, an isolated misbehaviour on the
part of élhc student ought not to qualify a student for selection in the
case studies. . ,

=y
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In view of the above procedures it would be reasonable to assumé that the
sample obtained was representative of the population of children who exhibit
extremely deviant behaviour in Western Australian secondary schools. ~ Seventy-
three case study reports from twenty-cight high schools were retumed for
analysis. It should be noted that one country senior high school returned the
case study report forms noting that it had no extremely deviant students in its
school population. _ C ' S '

The anonymity of cach student involved in the case stu&y was . always a
maintained by the guidance officers, each case study report being identified by a
code number only. -

ANALYSIS AND INTERPRETATION OF DATA

The paucity of. theory relating to discipline allowed the formulation of only
rudimentary hypotheses regarding the cause of maladaptive school behaviour. The
questionnaires were therefore deliberately desigiicd - to “cast a wide net”. This
approach meant - that a number of relevant constructs were of necessity

_ operationalized by single items. Where possible, multiple measures of constructs

were obtained, though rarely were more thar two data’ indicators used, for the -
length of questionnaires had to be kept within reasonable bounds. Important
student characteristics, such as the degree to which students were discipline
problems, were multiple-operationalized. Regarding this variable students were
asked (i) .how frequently they were punished and by what means; (ii). how
frequently they were sent to the deputy headmaster or principal mistress for the
purpose of punishment; and (iii) whether -they were regarded as troublemakers
in the school. , ‘

A variety of statistical procedures has been utilized to handle: the data from

. the various questionnaires, although, in most cases, cross tabulations of data have

been used toireport relationships between variables. The primary 2im in reporting

. the results of the data-processing has been to display the evidence as simply yet

as comprehensively as possible.

The cross sectionsl mature of the surveys. Ideally, a researcher would
establish the reliabiiity of the instruments and the stability or change of attitudes -

' by readministering the questionnaires (or similar questionnaires) to the same

sgroup of respondents at different poiints in time. The length of the. time interval
would depend on the particular purpose for which the questionnairgwas being

_ readministered. *One-shot, or cross-sectional, surveys must face ibility

that the conditions or timing of the single administration of the questionnaires have
an important bearing on the manner of student response.

S :: S
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The questionnaires were all administered to teachers, students and parents

towards the end_of the first term of the school year. It is possible that the

responses of students made at that point of time may not be identical with those
which would be given towards the very end of the school year. Pressures in

_ schools are often cumulative. By November, the novelty of the -course work has

worn off and the beckoning summer vacation is a pleasantly distracting influence
upon students. 'Twenty-two per cent of school administrators identified the end

" of the school year a more potentially disruptive period versus only one per cent_

of administrators who opted for the beginning of the year. The net influence of
the timing of the Committee’s investigation is likely to produce a picture of sthool

life more, satisfying and favourable than if the questionnaires had been adminis- .

tered towards the end of the school year. ' . ‘ .
A force which may have operated in the opposite direction is associated with
the publicity given to school discipline both prior to and during the survey adminis-

" tration. It is conceivable that teachers, students and parents have been influenced
_ by newspaper reports that discipline was a problem in schools and answered on
. the basis of this publicized expectation rather than on the basis of their own

.experiences. Further, the knowledge that they were participating in an investigation
into high school discipline may have led respondents to view matters in terms of
influencing the Committee rather than in terms of the events as they are actually
perceived. . -

* Testing ior_smhtiul significance. Tests of signiﬁcancé are not reported

in the treatment of the data. The reasons are severalfold. -

The usual purpose of a statistical test of significance is to provide some
measure of the precision of a description of a population when the account is based
on a samiple drawn from the population. - » './ .

For example, a “chi squdre” test could be applied to many of the tables .in
this report, to ascertain the degree of caution required in concluding that the

pattern: of responses obtained from the sample (of students) is a true representa-

tion of the pattern that would be obtained from the whole population (of students).
However, when a sizable unbiased proportion of the population is represei ted in
the sample, then the likelihood of drawing false inferences about the population

from the sample data is fairly remote. ‘

Another reason for not reporting the resuits of significance is to avoid the

confusion of interpretation, particularly among lay readers, that is generated by the
word “significance”. Tests of significance are based on the statistical properties of

. the data. Yet, the researcher is obliged to make statements about the data

4n substantive terms. The test of statistical significance may have little bearing
on the importance that one attaches to the outcome of the test. It is quite
conceivable that statistically significant differences bctwccn‘gropo:tiqns of responses

K
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aré of such a small magmtudc as to, be of littic real lmportancc to school adminig-
trators. To know that the differencg between male and female student responses
to a question relating to school councils is statistically significant does not neces-
sarily imply that the difference is sufficiently important to warrant some adminis-
_ trative action. The test mercly indicates that the difference in responses from male .
and female students in the sample which completed the' Questionnaire would be
likely to occur also in the total Western Australian h:gh school populatlon from'
whxch the sample was drawn. .

Interpretation is further comphcated by the nature of the data. The measure-

ments obtained were basically at a nominal level. Relationships are statistically -

_described in two-dimensional contingency tables with as many categories along
each dimension as there are response categories in the related questionnaire items.
The significant chi square value demonstrates only that in one or more cells of the
contingency table the observed frequency of responses differs from what would be

_expected in'a condition of no relationship between the variables reprucnted in
the two-dimensions; and further, that the difference is sufficiently large to justify
a belief that the same pattern of responses would occur in the population from

- which the survey sample was taken. The table itself must be inspected to ‘ascertain
in which cells 'and in what-direction the difference ocours.

Kish (1959), while critical of the viewpoint that. tests of sxgmﬁcance are
inapplicable in survey research unless all relevant uncontrolled variables have been
taken into account, is aware of the mistakes that accrue from their automatic
calculation. As already pomted out, statistical “significance” is easily confused
with substantive importance.” Also, where one has used a blanket approach in
attempting to cover as many important variables as possible (as in this enquiry),
" there is a greater possibility of spuriously finding significant an improbable random
effect. There is a danger in educational research that the execution of a test of
significance will be regarded as the ultimate objective.

Finally, statistical testing is prone to focusing the attention of readers on
differences between population values. It is inclined to mislead readers that °
 differences are of major importance when very often it is just as important to show
that no differences exist. .Thus, it may be of equal interest to detect similarities in
- attitude between maladapt;ve students and the general student body as it is to
detect dlﬁcrenc;s—-a point of view easily overlooked in survey research.

“For these reasons, the conclusions in the report have been based on the
consistency of the data and the patterns of differences (or similarities) which may
appear. The plausibility of the results has also been judged against other infor-
mation on the subject and previous research findings cited in the literature. This
approach is consistent with that adopted by Coleman (1961) and Andersson
(1969), who constructed similar largctscale surveys of adolescent attitudes. ‘

i
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~ Multi-dimensionality of attitudes. The attitudes which students hold towar s
. the various facets of their school experience may be classified into a number
. of dimensions. Obviously they may differ in their content, 'direction, and intensity.
However, the important dimensions such as saliency, consistency, stability and
clarity are often ecither overlooked or clse compounded into the general attitudinal
construct, Do ‘ ‘

~ A typical statement of student attitude might read, “The student held a strong
positive attitude towards school.” This statement indicates the content, direction
; and intensity of the feeling. However, the statement does not reveal how important
ST school is to the student, how consistently he takes this stance, or how-unambiguonus
his attitude is in view of his feclings about -other aspects of his education. It is
tempting to read' these nuances into the interpretation of the data whep, in fact,
they do not legitimately belong there. The stem of each questionnaire item ought
to establish clearly in which terms the attitudo is to be described.

-+ Over-emphasizing differeaces in questionnaire responses, It follows from
the “préceding ~discussion that, owing T6 the large and representative -samiples © T T
employed in this study, a difference ¢f a few per cent between the cells of 2
contiugency table indicates that a difference is likely to occur in the population
with respect to measures of that particular variable. Relatively small difference
between groups in their responses to particular questionnaire items may allow
statements suggesting the presence of a relationship between questionnaire response
and group membership. If 20 per cent of Basic levc! students registered disapproval
with curriculum compared with 10 per cent of Advanced level students, then 2
relationship between achievenient level and attitude towards curriculum might
be said to exist. However, while accurate, a statement such as this may be
misinterpreted if the fact that 80 per cent of Basic students expr¢ ssed approval of
the curriculum is ignored. Both the demonstration of an association between
variables and the response totals are pieces of information that must jointly be taken
into’ account if 2 proper understanding of the data is to be achieved.

Perceptions of the school. Aggregating teacher, siudent, or parent opinion
does not establish any absolute truth. The fact that a majority of parents support
the appointment of medical officers to high schools does not establish the need

~ of high schools for such support services, though this need may well exist. More

' comprehensive and objective measures are needed to investigate such matters as
need, and cause and effect. Further, public belief and private behaviour may be
discrepant. F'clglman (1971) notes that items in questionnaires which ask for a
respondent’s perception of aggregative charactcEisticsvot, say, the student body do
not produce the same results as items which require responses about the ™
respondent’s own feclings and attitudes, which could then be aggregeted to produce
a picture of the school environment. In the first instance, the items may merely be

ERIC , - 68"
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mcasunng rumours, respondent w:sh-fulﬁlment or stcreotypmg Both types of
item are included in the qucstlonnalres .

The samplmg of oplmons and perceptions 1s, however, of value when consider-
ing changes to the education system for the putpose of improving school discipline.
The feeling among members of the school community is an important factor in-
dctcrmmmg thc success of any administrative or orgamzatxonal innovation.

Surveys versus experlmnt;. The survcy is not an ideal procedure for
disentangling causal relationships since it is essentially ex post facto. The factors
that produce indiscipline have already-occurred before observation and measure-
ment of the phenomenon can take place. Second, there is no assurance that the
groups of students identified as discipline problems and the group of well-adjusted
students are equal in all relevant respects prior to operation of the independent
variables (the anticipated factors causing indiscipline). Studies of indiscipline are
not casily staged in the laboratory situation where the cffects of extraneous causal
influences are effectively controlled and where inferences about causal rclatlons
can be ‘made’ by comparing units that have received a manipulation at a given
time with those that have not. Campbell and Stanley ( 1966) outline the
+ traditional experimental approach to testing structural models. However, even
the laboratory-controllcd cxpenmcnt cannot prove causallty, in the sense that it
leaves no room for doubt.

On the otheér hand, surveys do have the advantagc of dealmg with causahty
in its natural settmg The isolation of extraneous sources’ of variation in the
experiment may, in fact, engender a degree of artificiality in the findings. In the-
real world a network of competing independent variables influences human
behaviour. It scems unlikely that the nature of discipline could be adequately
understood in a contrived and controlled experimental sntuanon where s‘ngle

factors were manipulated one ‘at-a-time.— -

The Committee’s recommendations regarding school discipline are likely to
be more effective if the causal factors influencing the quality of relationship between
teacher and student have been identificd. Without some form of empirical
evidence, discussions of causation are largely speculative yet even careful and
systematic observatior and measurement of factors associated with discipline are
unlikely to prove that a particular factor causes indiscipline. Simon (1957)
succinctly defines this problem when he writes that “necessary connections cannot
be perceived and hence have no empirical baSIS . . . Observation reveals only
recurring association”.

Hence, causality is otily indirectly testable, even in the most carefully con-
_trived mvcsngatxon of human behaviour; yet, most persons in the community are
“prepared to give their view of what actually causes school discipline problems. .
Parents and teachers proposed a conglomerate of causes in their comments about
discipline, very often in dogmatic terms. Some parents blamed teachers, some
teachers blamed parents. School principals often blamed both. In fact, statements
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~ such as these, framéd in unequivocal terms, are usually over-simplifications of a |

_ emanate from a number of antecedent or extraneous sources. The dress may , ° /
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very complex question. - Unanimity cf epision is not a pre-condition for inferring
causality. . - ; . ' _ o=
The problem of identifying causes of deviant school behaviowr - \\

* At the heart bf most misinterpretations of causality is the conception
that, when two variables are associated, one must necessarily cause the other. In /

- fact, there may be no inherent “link” between the two varigb}’és,/ byt simply a A
, common associationi; with @ third variable. For example, student dress I_énd appear- '

ance is quoted as a cause of indiscipline, a proposition based on the observation o / ;
that many scriods_‘oﬁcnders are untidily or oddly dressed. The cause may, in fact, ~

reflect ‘the student’s home background ' conditions, family affluence, parental L.
attitudes and a host of other factors that'influence the student prior to his appear- /.
ing at school. Peer-group pressures may have influenced, dress and behaviour / :

-and also cansed the, discipline infraction. Further possibilities come to mind when

one considers factars that could have intervened between the ‘student’s commit-
ment to dress in a!particular'fashion and the fact that he has committed an act /
of indiscipline. A’ clash with a teacher over a matter of homework may have /
precipitated the act, of indiscipline. ’ i o /
Multiple caislity. Blalock (1961)- raisesz another serious problem that /
bedevils statements! of cause and effect when he notes the unfortunate tendency for/ -
social sciéntists to lise one-to-one causal thinking, in thie sense that each effect if -
assumed fo have only one cduse. The analysis of .even two or three variables at
a time is an artificial activity since there are/ a*multiplicity »f factors shaping -
human behaviour.: It is unlikely to make sense to describe unequdvo'cally the

" cause of indiscipline. The causal factors undoubtedly interact in dif_*crent ways

with—individual stidents-inparticular—circumstances. —Over-simplification is-a —

] kS

attractive response jon the part of social scientists to matters as complex as deyiaﬁt

- behaviour. This fommittee has appreciated the possibility of multiple causality,

though this'is not ‘trongly reflected in the ddta analysis procedures. Sophisticated -
statistical procedures, such as path-analysis /(see for example, Borgatta, 1969), do
attempt to interpret, the interplay of a number of causal factors but pressures of o~
time precluded this type of analysis from being carried out. ’ ,
The direction of influence.; In complex matters such as school distipline,
it is often difficult o determine which variable is a cause and which is-an effect, or,
in statistical terms, which is an independent varjable and which is a d¢pendent
variable. In somie instances, the differentiation between the determining and
determined'variabl;‘e is relatively simple. one variable occurs prior to another,
then the possibility of it being a “cause” of the behaviour is enhanced. Hence,
demonstration of t#mporal priority is one further means of strengthening a causal
inference. However, often- the temporal sequence of events is confused and -

compléx. . The suspected cause of indiscipline could in fact be just another

i
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cffect conjointly mﬂucnced by some other-variable. Student maladaptive behavxour '
may be seen'as a response to the apparent disinterest on the part-of a particular
teacher in his dealing with-the student. - \Evcn if this attitide can be demonstrated
to have been cxpressed prior to the occurrence of the maladaptive behaviour, this

. observation does not-confirm the existence of a cause-effect relationship. An
antecedent factor such as school time-tabling could possibly have led to the dis-

- enchantment of the student through'the separation from friends. At the samie

c teacher could have a tcachmg comnntmcnt to so many students that the

 of lelahonslnp. It is oftcn convenient to thmk of relatxonshxps

_ between variables as asymmetrical—for instance, home background causing mal-
adaptive student behaviour. This thinking may well confuse the true nature of
_indiscipline. The Committee suspects that many of the relationships among
factors associated with indiscipline, particularly in the school setting, are really
of ‘a reciprocal nature. Both variables specified in a particular situation might

" mutually reinforce each other. For example, suppose a student misbehaves and
is caned. The caning, meant to climinate the deviant behavmnr, may, in fact,
reinforce the student’s antl-school attitude, thereby precipitating further infrac-
tions with school authorities. . One has only to consider the disparate views between
students and teachers over numbcrs of issues in order to proliferate further examples
of this type. o .

Elabontmg causal relationships. In spite of mcthodologlcal limitations
associated with non-experimental research, gausality may be more confidently
inferred from survey data by establishing that an observed relationship bétween
two variables is not explained away by any other variable Whl'.h can be investigated, «
The pwsmmamﬂuhmzclatMpm&odehde —
variable, called a test factor, into the analysis. . If the relationship still persists, then

" the test factor is eliminated as a potential cause. The analyst must then introduce
all of the factors which he conceives miglit prove the relationship to be spurious.
To the extent that the relationship is maintained, then the probability is increased

_that the relatlonshlp is causal. It remains possible, of course, that ancther test
factor exists which could explain away the relationship had the analyst the foresicht
io coilect data on it and introduce it into his analysis. Because of this, the sur
analyst can uever be absolutely sure that the two variables are, in fact, causally
related. ‘The erplicit procedures to be adopted in ordet to draw causal inferences
from survey cata lrave been comprehensively described by Rosenberg (1968).

In view of these considerations, to infer that the relationship between
frequency of pumshment at school and whether both parents had jobs outside the
_home was in fact a causal relationship, it weuld be necessary to establish that the

" relationship Was maintained after taking into account factors such as socio- -
cconomic level, age of students, and achievement and g¢ducational aspirations

4
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" levels. When onc had exhausted a check list of possible plausible test factors, then_

causality could be inferred. . : :
In particular instances, this prozess of elaboration was pursued du_ring the
data analysis of student responses. The relationships between maladaptive

behaviour and various -dispositions of students were analysed while "a third

" variable was held constant. Because of their complexity, elaborations of this type

are not often recorded in this Report, though, as a matter of routine, the statistical
analysis has been cffected. -

In summary, causality is easily conceptualized in the theoretical world.
Unfortunately, it is difficult to demonstrate in the world of empirical research.
Even in an area as thoroughly researched as juvenile delinquency, there is little
conclusive evidence that allows definitive statements of cause and effect. Hirschi
and Selvin (1967) report summaries of conflicting evidence regarding this matter.

~ Some analyses of potential causal factors of school discipline were carried out

via methods of statistical elaboration. In most instances, the Committee refrained

‘from making unequivocal assertions of causality, although, where the Committee’s -

findings were well supported by other research, some causal inferences. were drawn. -

‘The preceding discussion, apart from simply describing the research methodology

cmployed by the Committee, is meant to forewarn readers of jumping to causal
‘conclusions which the Committee, after careful appraisal of the data, did not feel

.t
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CHAPTER 5

EDUCATION REGULATIONS RELATING TO DISCIPLINE

THE LEGAL BASIS OF DISCIPLINE IN WESTERN AUSTRALIA -

Legnshﬁm S : e
. The authority to establish, maintain and ‘regulate schools in the Statc of
- Western Australia is given to the Minister for Education through the Education
Act (1928-1972). The Act states that the Minister may “establish and maintain
and carry on such . . . Government schools, and such other means of instruction,
as he deems necessary or convenient for public education . . .” The Act further
provides that education be compulsory for children from the year in which they

. attain six years until the completion of the year in which they tumn fifteen years.
Under Section 28 of the Act the Minister is given the power to make regula-

tions to govern the operations of his schools and Department. Subsccuon TION
states that he may. make regulations for

the general management of schools, the admission, transfer, and classi-
fication of children and pupils, the discipline to be enforcad and the
time and mode of teaching in schools, including religious instruction,

_Other subsections of this section of the Act deal with matters relating to teacher
service, the establishment and operation of schools, supervision and inspection,’
departmental operation, teachers’ colleges, grants and scholarships, parents and
citizens’ associations and other matters of an administrative or organizational

nature. Subsection (1) (m) of Sectlon 28 is of particular interest as it allows the
Mmlstcr to rule on - '}

health regulations, and the prohlbmon of attendance at a Government
school of any child whose presence is injurious to the health, welfare or
~  morality of the other children.
- It is ‘'under this section of the Act that suspension of children from school may be -
undertaken. . ’

The Education Department P.egulations

. Part ITI, Division 1 oi the Education Act Regulatlons 1960 sets out regula-
tions relating to disciplinz and conduct of teachers and pupils generally. Regula-
tion 27(4) confers upon teachers a wide authority in as much as it requires a child
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to “obey and give effect to every order given by a teacher in the course of his duties,

or in exercise of his powers as a teacher”. This Regulation, in effect, requires a

broad measure-of obedience by students, and the authority it confers may be

exercised both within and outside of theschool and its grounds. Regulation

28(2) states that’ o _
subject to these Regulations and any directions received from time to -
time from the Director-General, a te?gi]?t has authority to secure the

good behaviour of his pupils both withifi the school and in the school
playground and when a child comes to or retumns from the school.

Discipline of the student .
Within the Regulations provision is made for the following disciplinary .
measures:
(a) Detention after the hours laid down in the timetable.
(b) Corporal punishment. '
(c) Suspension. | B
While these are the only disciplinary measures provided within the Regulations
it is common practice for teachers to use added work assignments, enforced yard
duties or deprivation of privilegefor infringements of a minor nature. The
Regulations are quite specific in their prohibition of any punishments that may be
- regarded as unreasonable. Regulation 32 states that “the discipline enforced in L
_ aschool shall be mild but firm and any degrading or injurious punishment shall be
avoided”. : ‘
Detention. Regulation 28(1) states that a child may be disciplined b
detention in school after the hours laid down in the timetable. This detention
___may be made on the grounds of idleness in' school, unpunctuality, disobedience or

e
i

any other similar fault, In this, as in all other matters of discipline, punitive
measures may not be invoked because of an inability to learn. Detention may only
be used as a form of punishment after school hours. The Regulations specifically
forbid detention during lunch or recess periods and, generally, the period of
detention should not exceed half an hour. In cases where detention exceeds half
an hour the headmaster of the school is required to enter full details of the
detention in the school punishment book. -

Corporal pmishment. The corporal punishment of children is allowed as a
last resort in cases of wilful and persistent disobedience, gross impertinence or
offences against morality. The Regulations are quite definite regarding the condit~ -
jons under which this form of punishment may be used and specifically prohibit
its use for trivial breaches of school discipline or for neglect to prepare home lessons. *
Western Australian Regulations specifically restrict the exercise of corporal punish-
ment to the headmaster of a school or his nominated deputy and in all cases the
punishment may only be administered by a cane on the palm of the hand.
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Corporal punishment of girls over the age of twelve years is strictly forbidden.
In the case of a girl under this age it may be inflicted only in extreme circumstances
and by a female teacher should she be available. The corporal punishment of a
girl is viewed as an extreme action and in the rare occasions on which it occurs a

" headmaster is required to enter full details in the punishment book and to bring -

the matter to the attention of the District Superintendent on the occasion of his next
visit. o : ‘ :
Suspension. The suspension of students from school is governed by two
regulations. Regulation 35 states that N
no child shall be expelled from a school, but if a headmaster considers
that circomstances so warrant, he may suspend a child from. attending
school and report the suspension to the Director-General, who shall
decide the action to be taken in respect of the child.
Regulation 35 refers specifically to children below school leaving age. The sus-
pension of children beyond school leaving age is governed by an amendment which
was made to the regulations in March 1970. This amendment, Regulation 183A,
was muade specifically to govern the behaviour of those 'students who remain at
school beyond-the leaving age and requires that they attend school regularly and
conform to the school’s rules including those dealing with discipline. Subsection
3 of Regulation _J83A provides that students yho are beyond the school leaving -
age and who do not attend regularly or conform to the school’s rules may be
suspended by the principzl in dccordance with the conditions set down ir Regula-
tion 35. - :

REGULATIONS RELATING TO DISCIPLINE IN AUSTRALIAN
STATES | |

: An examination of the regulations relating to discipline in the various States
of Australia indicates litfle variation between Staies. All States set down regula-
tions relating to corporal punishment, .detention, suspension and expulsion and
within each of these categories the regulations follow a consistent pattern.

Corporal punishment

Al States allow the use of corporal punishment but differences occur between
States as to the means adopted. In Western Australia and New South Wales
pusishment may 'only be administered by a canc on the palm of the hand. In
Tasmania a strap of cane on the hand may be used and in Victoria a strap only.
No means of punishment is stated in the Queensland or South, Australian regula-
tions but, by inference, the cane is the instrument to be used. In all States
jrregular, degrading, injurious or unnecessarily severe forms of punishment are
expressly forbidden. In New South Wales no person under the ag: of 21 years
may administer corporal punishment.

camd




the corporal punishment of girls. Queensland, Victoria and South Australian
regulations forbid the corporal punishment of girls under any circumstances. In = -~
Tasmania the’ regulations relating to corporal punishment state that, in extreme
cases of open defiance of teacher authority, girls may be so punished. It is inter-
esting to note that, in this case, no age limits are set down in the Regulation. In
New South Wales and Western Australia the corporal punishment of girls over the
age of twelve years is forbidden and only in extreme cases may such punishment
be administered to girls below this age. ' ; '

All States restrict the ‘use of the cane to the headmaster of the school. The
headmaster may, however, deputize another teacher to administer the punishment.

Generally speaking, corporal punishment is carried out in private. " In two States,

Tasmania and South Australia, however, regulations specifically state that corporal
punishment must not take place in public or in front of a class of children. In
South Australia a special exception to this regulation is made in the case of offences
against public morals or in cases of - insubordination. In both cases corporal
jpunishment may be given publicly. -

Each State provides that punishments must be recorded in a punishment book.
All States forbid the use of corporal punishment for failure to comprehend or
inability to learn. Most States provide no means for parent objection to corporal
punishment. In New South Wales, however, a special provision is made in the
regulations for exemption from corporal punishment upon the written request of
the parent. S .

Detention of stwdents ‘ 4, L.
: All Australian State Education Department Regulations allow the detention
of students at the end of the school .day. In each State, the period of detention
em ——~—yaries between a-half and three-quarters-of an hour: - All States forbid detentjon
during lunch or recess periods. While the practice of a male teacher detaining a
girl pupil alone would be recognized by teachers as an unwise practice, specific
reference forbidding this practice is made only in the New South Wales

Regulations.

|

|

|
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"Slight variations occur between States with regard to the regulations governing - N“‘,‘
1

Suspension of students 4

The offences for which a child may be suspended from school vary little from
State to State. Basically, the reasons given in State regulations are related to
health, lack of cleanliness or a serious breach of discipline. In Victoria a child
may be suspended from school for failure to observe anmy prescribed patriotic |
ceremony. : ’ N }

In all States, principals of schools may suspend a student from school but are |
then required to refer- the matter to the Director-General or Ministeér for Education. |
There are, however, significant differences bstween States with regard to procedures ’ ' }
to be adopted in the case of suspension. In Tasmania, a principal need not report ‘

. ' i |
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a suspens:on if it is advised by a doctor or health officer, or if it is not for a period

in excess of three days In Victoria, an inquiry is held to determine the nature
of the offence and the leng‘..h of suspension, but if ‘a child is in a secondary or
technical school, no inquiry needs to bé held if the headmaster allows the pupii
to return to school and the suspension does not exceed ten days. In New South
Wales regulations provxdc that the principal should advise the parent in writing -
immediately upon suspension of thc child.

Expulsion from school '

In Western Australia, the tegulatxons state that no child may be expelled from
a school. All other States, however, allow for expulsion in their regulations. In
Tasmania a child who is expelled from a school may not enrol at another school
except with the approval of the superintendent and the agreement of the head-
master “of the last-mentioned school”. In all States where expulsion is allowed,
it is the Minister for Education who must make the decision with regard to such
expulsion.

THE ESTABLISHMENT OF SCHOOL RULES
Authority
The maintenance of eﬂccuvc and efficient school orgamzatxon and opcratlon
requires certain regularities and expectancies with regard to the behaviour of
teachers, students and administrators within the school and within the boundaries
. ~ set for its various associated activities. The establishment of school rules, there-
fore, may be seen as an important part of the control structure that is established
to -assist in this maintenance.

_ In Western Australian secondary schools, the right of the staff to set rules,
to regulate student behaviour and to. expect the observance of these rules by
‘students is established by regulation. Regulation 27 (4) of the Education Act
Regulatlons requires students to obey and give effect to every order given by a
teacher in the course of his duties, or in exercise of his powers as a teacher and
Regulation 183A (1) and (2 (c) ) extends this regulation to cover those students
who remain at school beyond the leaving age. While authority is given to schools
by regulation to establish rules, no formal requirements are set down for schools

u -~ to follow with respect to their compilation, revision or dissemination. As a
consequence, considérable variation exists between schools with respect to this
mattcr

The content of school rules
In order to gain accurate information regarding the procedures adopted for
the compilation and dissemination of school rules, the Committce surveyed rules
obtained from a representative sample of secondary schools. This survey indicated
" that most schools have an established set of rules which may or may not be
\, ~ available to students in a written form. These rules, which follow a somewhat

R}
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o . consistent pattern, cover a Wide range of student behaviours, the following of which
' ’ are common to most schools: ‘

The regulation of student absences.
Matters relating fo attendance. - i
The care of school bags, student property and valuables>-
The parking and use of student bicycles.
School and public bus procedures.
Student dress.
The allocation of eating areas.
. 'The leaving of school grounds.
Litter within the school and its grounds.
Movement around the school.,
Prohibited ‘places.
Care of school property.
Smoking.

Included within the sample of rules gathersd from schools are activities which are
unique to certain schools.or which are contained within the lists of only a few
schools. The activities relate to : ‘

The development of school grounds.
The allocation of entrances.
Book hire schemes.

Entry into classrooms. P
Vehicle parking. ’
School hours. /

Hair length and

A detailed examination of the sets of rules contained within the sample indicates
that in almost every case Tules are established to regulate the behaviour of students
outside the claSsroom. In few cases were rules designed to- structure student-
teacher of inter-student relationships, or to regulate in any way instructional or
rel processes. In effect, the directions contained within the: various listings
ere somewhat negative in their approach and not designed to implement any
specific educational or social policy. . This is not to infer the absence of such
/ ' policies within the school but rather to indicate the lack of any apparent structure
- in the compilation of rules. Rules appear to have been set down more in response
to specific occurrences than to carefully evaluated principles.

: The Committee considers that school rules should not be set down merely
in response to isolated situations within the school, but that their statement
) should be the cxpressica of a definite educational policy designed not only to

regulate behaviour within the school but also to develop within students a sense
of social responsibility and a respect for the person and property of others. Rules
which are set down in arbitrary fashion and imposed without explanation are less

7
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likely to gain the acceptance of students than those which are part of a consistent
educational philosophy and which are designed to achieve specific social purposes
within the school. .~ ,
ecommendstion . , ,
Students should have access to a statement of school rules formulated in
accordance with definite educational principles. These rules should reflect policies
with respect to behaviour both inside and outside the classroom. .

The formulation of school rules : - .
From an examination of responses to the Administrator Questionnaire and
from an analysis of replies gained during interviews with a sample of high school
principals, deputy pfincipals and principal mistresses it would appear that a wide
vatiety of procedures exists with regard to the formulation of school rules in
‘Western Australian secondary schools. Generally speaking, the following operate:
(1) Rules are compiled by the principal and/or other administrative
staff. ‘ : ' -
(2) Rules are compiled by the principal in consultation with other staff
members. ‘
" (3) Rules are compiled by the principal, with some staff and student
o participation. | .
It would be true to say that while efforts are being made to involve students to a
greater degree in the decision making processes of the school there is little evidence
to suggest wide student participation in the formulation of school rules in secondary -
schools at the present time. When asked their opinion on the matter of student
involvement in the formulation and supervision of school rules most high school
principals agreed that it was highly desirable that students should be involved.
Most expressed the view that where children participate in the formulation of
rules they tend to have a greater appreciation of their need and there is a conse-
quent lessening of resentment against their application. Some principals sounded
a note of caution, however, and stated that students tend to be more severe in
their judgments and punishments than do teachers. Those principals who allow a
greater measure of freedom to students in the matter of formulating and supervising
school rules indicate that they are often forced to intervene to moderate the
severity of measures that students propose for the disciplining of other students.

Student perceptions. In the Student Questionnaire, students were asked to
express their opinion as to the desirability of student participation in formulating
school rules. Figure 5.1 sets out, by percentage, student responses to the question
“Who should make the rules in a school?”. :

According to the responses represented in Figure 5.1, it is apparent that
students do wish to have some say in the formulation of school rules. They do
not, however, wish to assume full responsibility for this task, but rather wish to
participate with teachers. Only a very few respondents (6 per cent) stated that
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FIGURE 5.1; STUDENT RESPONSES TO QUESTION “WHO SHOULD MAKE THE ~
' RULES IN A SCHOOL?"

they donsidered students' should set rules themselves, Sxmﬂarly, only a very few
(8 per\cent) considered that teachers should set rules without reference to students.
It may be inferred that students are much more ready to subm rules governing
their behaviour where they have had some say in their formatxon

Eurther understanding of the responses represented in Figure 5.1 may be
gamea from their analysis by year level. Table 5.1 contams percentage responses
to the question, “Who should make the rules in a school?” by year level. These

) ﬁgures mdlcate differences in perceptions between year levels which reflect the
growing maturity and sclcctlvxty of upper school students. .

In the first year, for instance, 16 per cent of students indicate that they
consider that the teachers should set the rules of the school by themselves. In the
Fourth and Fifth years, there is a considerable drop in the percentages to two and
four per cedt respectively. A similar trend is evident in the percentages listed
for those who consider that the students should set rules by themselves. Students
in the upper ‘school appear to realize more fully than those in the lower school
that the formation of school rules is not a matter which students may undertake
by themselves. The responses to the statement that teachers and students should

1
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-

* ' TABLE 5.1

STUDENT RESPONSES BY YEAR LEVEL TO QUESTION “WHO SHO'{JLD
MAKE THE RULES IN A SCHOOL?” !

: . |

|

D t

Responses Year! Year2 Year3  Year4 Year 5 -
% % % - % %
The teachers by themselves . . . 16 8 4 2 4
The teachers and the students ... ... 75 81 87 96 94
" The students by themselves ... ... 7 8 7 i 1
NO response e o e o 2 3 2, ‘A L
) N = 5062.

. A /
make the school rules show a gradual increase from 75 Per cent to 96 per cent
and 94 per cent in Fourth and Fiith Years. This progression, again, indicates a
trend for students to seck a greater share in the determination of school ruies as
they. progress through the secondary school. ] , ,
-Evidence from submissions. Support for student participation in the formula-
tion of school rules was given in several of the submissions received by the

. Committee. In a statement 'of resclutions submitted by 2a senior high school

Parents and Citizens’ Association, eference is made to the fact that student
participation should be increased iri the high school. The Progressive Teachers’
Association, in its submission, views with concern the fact that ‘“‘school rules are

“usually imposed on students from above, with little regard being paid to students’

views”. In its recommendations this- group includes the statement:

Student bodies within the schools must be given autonomy within
clearly defined areas and initiative regarding matters affecting the student
body-as a whole, including such matters as school rules, uniforms, and
student activities. / :

Parent opinion regarding student participation. In the questionnaire sent to

k\\"*pa;ents, the question was asked, “Do you think that students ought to have more
~say about what goes on in school?”. Table 5.2 sets out the percentage responses
- obtained from this item. '

From this table, it may be seen that 44 per cent of parents are in favour of
greater participation in' the decision-making processes of the school. Some support
\was also given to this view in responses given in the section of the Parent Question-
naire reserved for added comment. Typical of some comments made .in this
section is the statement, “If studeénts were allowed to have more say in making

les at school they would most probably pay more a}ttention to them?”,

| Parent participation in formulating school rules. - Most educators would agree
that parznt support and encouragement are highly conducive to successful student

a
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performance in school/ It is often stated that parents and teachers are partners
in the education of ¢hildren. The degree of direct parent partisipation in the
educative process, 17 wever, is one¢ which varies according to location.

/ TABLE 5.2
 PERCENTAGE RESPONSES BY PARENTS TO ,
QUESTION “DO YOU THINK THAT STUD- |
| ° ENTS OUGHT TO HAVE MORE SAY ABOUT
\ WHAT GOES ON IN SCHOOL?"

Response ® o '
- No /e e . 41
./ Uncertain ... ..  wo e e w13
No response 2 ~=
/ N = 1,512,

In contrast to countries such as the United States of America and Canada,
which have a decentralized system of education involving lay control and a conse-
quent strong local interest in education, Western Australia has little Official parent
;participation in education. Under the terms of Sections 22, 23, 26 and 27 of -
the Education Act, the parents or guardians of -children attending any Government
" school, or group of schools, together with other persons being dver the age of
‘cighteen years, may form a Parents and Citizens’ Association. Under the terms
of the Education Act chula'tions the object of such an Association shall be

To promote the interests of the Government school or group of
Government schools in relation to which. it is formed, by endeavouriag to
bring, about closer co-operation between the parents or guardians of the
pupils attending at the school or the group, other citizens, the teachers
at the school or group, and those pupils and by providing facilities and
amenities for the school or group, including buildings, swimming pools
and any type of recreational or educational facilities and amenities and
generally to endeavour to foster community interest in educational

matters. ‘
The functions of a Parents and Citizens’ Association, therefore, do not include
any matters related to control over any aspects of the gencral operation of schools.
Indeed, under the Regulations these Associations are specifically precluded from
exercising any authority over the teaching staff, or from interfering in any way with
the control and management of a school. '

While there is no formal provision for the participation of parcnté in the
formation of school rules, information was sought in the Parent Questionnaire
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f

regarding the degree to which parents would like to be involved in the making of-
school rules. ’ S G . .

" Table 5.3 sets out percentage responses to the question, “Do you think that
parents should have a say in the making of school rules or should this matter be.
left to the Principal and staff?”. VO

o TABLE 5.3 - o
" RESPONSES REGARDING PARENT INVOLVEMENT
IN THE FOR'*5TION OF SCHOOL RULES

-

%

9
76
3 Sl

N =152 e

It is clear from the responses in this table that a majority of the parents of Western -
Australian high school students are content to have the ‘making of school rules
L left to the principal and his staff. Further analysis of these responses according
- —to-cthnic origin and occupation revealed that peoplé/who had migrated to Australia
' from Northern Europe, and school teachers, were miuch more in favour of parent
¥ involvement in the formulation/of school rules. Those parents who were -generally
’ : satisfied with the type of education being given to their child also favoured leaving
the formation of school rules to the principal and staff more so than parents who
were dissatisfied. ;o v ' T
* Despite the fact that a majority of parents did not display any desire to
participate in formulating :the rules of the school, the Committee considers that
positive benefits could be derived from their involvement, at least in an adyisory.
capacity. In view of the very strong influence that the home can exert on child
behaviour and performance in the school (see Chapter 12), it would seem desirable
that there should B&Some congruence among teachers, administrators and parents
"“with respect to measures adopted to regulate student behaviour both inside and
outside the classroom. ‘ ce : <
Evidence from various sources lends support' to a claim ﬁ/r greater student
involvement in the process of determining school rules. Generally speaking, most
groups see the need to involve students as much as possible. While students-
expressithe opinion that they would like to be involved, they see their participation
as a partnership with teachers. Very few students, particularly senjor students,
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wish to have full’ responsrbrhty for formulating school rules but they do
" not wish teachers to assume the full responsibility either. . /' ‘»\

The Committee supports the view of those who see the need for greater B
student and parent involvement in the formulation of school fules. It also considers
.that this should be a co-operative venture with teachers * o \

A
Recommendation : o
School councils consisting of admxmstratlon, staff students and parents

should be establrshed in all secondary schools to allow tie annual mVolvement of
students in the formation, implementation and revision of school rules‘ -

Thie commumcatlon of school rules o : |
An analysis of responses contained within the Administrator Questronnalre
‘ndicates that a wide variety of procedures are adopted to famrhanze\ students
with school rules. These procedures vary from well-defined: mstructronal pro-
cedures’ t:oupled with the distribution of written rule manuals to no \deﬁned
procedures or method of communication. le 5.4 sets out percentage responses
e Jﬁom prmc:pals to the questron, “How are s¢Mool rules commumcated to students‘”’ ’

i

N e | . [ ] ' ) \ —

TABLE 5 .4 f

.. ) - . 0 | .
v PERCENTAGE RESPONSES “HOW ARE SCHOOL -
RULES COMMUNICATED TO STUDENTS?” 5

i
Pd

Response . 7o .

Orally — vee e e e AL

i o By-written means.... . ... 1 -

“ Both oral and written ... .. .. .. . 86 : C

P Not communicated .
il . . Noresponse .. .. .. .. .. 97

o

i N = 54.
’ The responses in this table mdrcate ‘that most schools adopt the procedure of : .
supplying students with copies of written rules and reinforcing this by oral explana- |
| tion at assemblies, during class periods and during public address periods. While
it would sppear that in most high schools thesmeans of acquainting students with
" schoal rules is qulte satisfactory, there may be some cause for concern in the
) fact that the table ﬁdrcates that, in 11 per cent of schools, communication is .
"-carried out only by oral means. S

* A more detailed analysis of student involvement m—dlaun m'lking is given in the section dcalmg :
with student government in Chapter 9. ) :!

~
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_ Subsequent to the analysis ef the Administrator Questionnaire, selected
interviews were carried out with high school principals tc determine instructional
procedures associated with the distribution of written school rules. From these
interviews, it would appear that procedures vary widely from carefully structured

_explanations to no formal explanation beyond an initial discussion during an
assembly period. . '

The following list detailing the most common procedures, reported during
interviews, illustrates the variety of approaches which are adopted to familiarize
children with school rules: : : N

(1) A sheet detailing school rules is issued to all children at’the begin-
ning of the year and no formal follow-up procedures are adopted.

(2) As for (1), with the-addition that school rules are discussed several
- - times in formal class situations at the beginning of the school year.
(3) A school information booklet containing school rules and other
general school information is issued to all children at the beginning

of the school year: ‘

(4) A school information booklet plus a statement of student rights is
- jssued and discussed at the beginning of the school year.
(5) No written copies of school rules are issued but frequent oral
explanotion is given during assembly- periods and during the times -
, allocated for addresses over the-public address system.
i} . (6) School rules are made known at the time of infraction.
A consideration of this Iist indicates that, in some schools, children gain an early
and clear understanding of school rules and policy, and in addition some attempt
is made to develop in a formal way some understanding of their basis. In other -
schools, uncertain approaches to the communication of school rules could lead
to confusion in the minds of students regarding their application and uncertainty
as to the limits to which their behaviour may be taken before incurring negative
sanctions. '

&

Recommendation

Secondary school principals should establish written and oral procedures to
acquaint all students with school rules and policies at the beginning of each school
" year and as necessary thereafter.. ‘ .

" Student information booklets. The survey of current practices with regard
to the provision of student information indicates that the practice of providing
information handbooks to students at the beginning of the school year is becoming
more common in Western Australian secondary schools. - These handbooks provide
information on school operation, course availability, school facilities, personal dress
and appearance, fees, time-tables and a variety of other items of information which
allow- students to orient themselves to the school situation. They also provide
information which” would be of considerable value to parents to engble them to -
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gain an understandmg and apprecxanon of school operation and policies and
allow them to make more informed decisions in the selection of courses for their
children. Enquiries made by the Committee indicate. that this practice of issuing -
information booklets to students is widely practised in overseas educational systems.
Generally, these handbooks serve a triple purpose—they orient children to the
school; they provide parents with knowledge of school policies and operation; and
they provide teachers new to the school or system with a body of knowledge
regarding expectancies which are held for student and teacher behavxour and

' information about the administration and organization of the school. -

"A feature of some student handbooks which the Committee considers 1 to be

_ of value is that of providing an cxplanation for rules of the schiool. - The following

extract, taken from a copy of a handbook submitted to the Committee by the
prmcnpal of one high school, illustrates well this type of approach:

Smoking

- Smoking is stnctly forbidden in the school or grounds at all times,
at la;ny school functxon or at any time that the student is wearing school
uniform.

We do not see smoking as bemg morally wrong, but it is an
expensive habit to develop and it can be MOST injurious to health.
For these reasons we want students to refrain from smoking until
(we hope) they have enough sense not to smoke at all. That is why we
view smoking or the possession of- cxgarettes very seriously.
In some schools, rules tend to evolve over a long period of time, in which case,
the reason for their being is often not as obvious as at the time when their need
arose. In some cases this need no longer exists and the rule is perpetuated more
for reasons of traditiop than for regulating the operation of the school. The

‘reasoned statement which accompanies the rule, therefore, serves a dual function

—it makes clear to students the basis upon which the rule has been formulated;

- and it serves as a mechanism of evaluation which can lead to easy ‘modification.

The information contained in student booklets: can be equally valuable for
both parents and students. The Committee considers that the following types of

_information would be of value to parents:

- (1) Matters relating to school dress, including the makmg of school -
®  uniforms. :

(2) Information regardmg school expectations of dress, standards of
behaviour and personal appearance.

(3) Channels of parent-school communication and co-operation.

(4) Information with regard to curriculum content, course sclectlon,
-course change and other related matters..

(5) Statement’of the role of parents in the educational procéss (eg.,
homework, supervision, provision of study space, etc.).

.

| " 8B |
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Research carried out by the Committee and reported elsewhere in the Report, and
research carried out both in Australia and overseas, indicate that the home environ-
ment has a verv marked effect upon student behaviour-and performance. It would -
seem, therefore, thai a strengthening of communication between the school -and '
the home could have beneficial effects upon school discipline. The adoption of

student information booklets in all high schools would appear to be a desirable
Ppractice. ' , .

Recommendations ' : -

Secondary schools should provide all students with information booklets
containing details of school operation, administration and organization at the
beginning of each school year and as necessary thereafter. These information
booklets should contain, in addition to student information, explanations to inform
parents of school procedures and requirements. ' :

These information booklets should contain ‘copies of .school rules together
with the reasons for their establishment. '

Information booklets should contain information specifically directed to
parents. This should include statements regarding school expectations with regard
" to dress, appearance and behaviour; matters relating to parent-school communica-
fion and co-operation; information relating to course selection and curriculum
content; and policy with regard to the parents’ role in the educative process. -

STUDENT RIGHTS

Introduction _

Today, any discussion of moral, legal or political issues will soon involve
reference to rights. In recent times, political theorists have: shown increasing
interest in the concept. In some countries statements of rights have been included
in constitutional or other foundation documents. The Declaration of Independence
of the United States of America, and the Declaration of Rights of ‘Man and of
Citizens by the National Assembly of France, for instance, contain reference to

. *asic rights to which a citizen of those countries is entitled.  More recently and
& in reference to a much wider context, the United Nations has issued its Universal
Declaration of Human Righits. Regarding this Declaration, René Maheu com-

mented (Fensham, 1970, P. vii): .

A code of ethics that seeks to inspire man’s actions in a changing
world, and to engage individuals and states of widely Aiffering cultures,
cannot advocate any specific belief other than the inalienable rights of
every -person to his freedom. But the practical exercise of freedom that
is conscious of its own dignity and responsible for the dignity of others
pre-supposes the fulfilment of certain conditions. That is why the

‘Universal Declaration s¢ts out a number of specific rights of man.

ERIC e 87
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In the literature and debate on modern education, the reference to the concept _ _
of student nghts is becoming mcrcasmgly apparent. In many countries the -.
attempts of various interest groups to gain entitlements to which they consider
they may lay claim are manifested in student activism and violence. These have
occurred mainly-at tertiary level but they are also in evidence, in some countries,
at the secondary level, particularly in the United States of America and to a lesser
degree in the United Kingdom.

Concem over cthnic, social, political, economic and. educational deprivation -
together with a heightened awareness of the worth of the individpal and the need
to cater for his individuality in the school situation have also led educators at all
levels to question traditional attitudes towards the role-of the student, and the
authority relationship that he has with the teacher.

In Western Australia there have been some attcmpts by studcnts at tertiary
and secondary levels to gain from educational authorities the acceptance of claims
to certain entitlements regarding participation in school government and the
regulation of student behaviours. At the secondary level these have not received
sustained or widespread support.among students but those responsible for the
posting of such claims have been persistent in their actions.

" Student efforts towards the attainment of what they view to be desirable
. entitlements may be seen in recent publications handed to secondary students by
student based groups secking educational reforms. One of those groups claimed
that “students have the right to exercise all rights enumerated in the United Nations
Declaration of Rights”. Under the headings of “Freedom of Political Activity”,
“Freedom of Speech” and “T'ree Elections” were documented a set of student rights.
Some of these—for example, student participation ‘in decision-making—are claims
to which most educators and most of those concerned with education would give
full supp_pi‘t. Indeed, many are now being actively encouraged in Western
Australian high schools. Other claims, however, such as the right of students to
~ strike, would most probably meet with disapproval from a large section of the
teaching force, who would see in the implementation of these claims a loss of
.. staff control over the teaching/learning situation which is inconsistent with their
' conceptions of teacher role.

|

. Definition of rights
In various submissions, in dISCUSSIODS and interviews, and in the analysis. of
written replies received from parent, teacher and administrator questionnaires,

okt

-

the Committee found frequent reference to the question of student rights. Typical
of responses notéd are the following:

“Suspension is a negation of a child’s legal rights.”
“Evcry child has the right to a full secondary education.”

. to force a child to cut his hair is an infringement of his’ natural k

» nghts e : ,
“A child has a nght to good tcachmg e .
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o Reference to these responses and to the use of the term “rights” in the litera-
- ture on education indicates that thiere is considerable confusion over the precise
’ meaning of the term. Within various contexts it may be used to refer to an
~ extremely important human value, a commonly held belief, a protection in law, a
» social requirement, a liberty, a legitimate claim made upon another person, state
‘ or socicty, the possession of a power, or a moral claim. This fist by no means
exhausts the various shades of meaning given to the term. It does, however, serve
to illustrate the confusion and misinterpretation that can arise in debate upon the

subject. ' R _
In'the following discussion, the definition of a right used by McCloskey will
be adopted. T reviewing various definitions of rights he staies (McCloskey,
1970, p. 8):

JIt is more illuminating to think of rights as entitlements, as entitle-
myéts to do,.have, enjoy, receive, have done. To claim a right is to

claim an entitlement of some sort, a moral .authority to do, demand,
enjoy or receive. .

Types of rights L
Entitlements may differ from situation to situation, and behaviours which
are acceptable in one context may be quite unacceptable in another. A peson
may, for example,-give another a severe “bump”, which may be quite legitimate
in a game of football but which when given in the street could well constitute
assault. If one is to speak of rights, it is cssential that a clear description of the
~ context in whiclr they will operate should be given. Reference My be made to
rights such as legal rights, moral rights, social rights, institutional rights-and rights

- in games, and quite clearly those who are using these terms arc referring to
entitlements of different kinds. - :

' While various categorizations of rights are possible, for the purposes of this
report a broad distinction will be made between those which are legally enforce-
able and those which are not. It is not intended that this discussion will cover
every aspect of the topic of rights. Its main emphasis will be to provide a basis
of discussion for matters of a Contentious nature, such as the wearing of school
uniforms, hair length and the wearing of beards—matters which have engaged
much attention and interest in the community. '

Rights and powers—a legal view )

The Committee acknowledges with gratitude the assistance given in the
preparation of this section on rights and powers by Mr A, Dickey, of the Law
School of the University of Western Australia. :

A law may be defined as an order or command that the courts will enforce. - .
in a varicty of ways, including the use of physical force if need be. If a person STRE PR
is required to act (or to refrain from acting) in a particular way as a.result of - g
such a command, then they are said to be under a legal duty. Law, therefore, ‘
is concerned essentially with the enforcement of duties.

o o , 8‘,;:_)!‘.;‘7‘ ' K
| o
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If a person is under a legal duty to act to the advantage of some other person,

__-that other person is said to possess  right. ‘This particular definition of -a legal

right may be illustrated by reference to the case of assault. In law everyone has

a duty imposed upon him not to assault other pcople. The law will enforce this

duty by applying a sanction against those who transgress this law. It may be

said, then, th/ztm those, to whom onec has a duty not to assault have a corresponding

¢ right not to be assaulted. In this sensc a legal right is essentially passive in

character; ;one never has a right “to do” something, for a right is the result
of someoné having a duty to act or forbear in one’s favour. :

So far as the courts are concerncd (and thus, so far as the law is concerned)

every person is cither undet a duty to act (or not to act) in a particular way, or -

“ he is quite free to act (or to refrain from acting) in that way. In legal theory,

this legal freedom to act is referred to as a “liberty” or a “privilege”. Figure 5.2

- sets out diagrammatically the relationship between a right, a duty, and a liberty.

L3

¥ RIGHT , -7 LBERTY

Correlative

Class complements

DuTY
. - ﬁ . .
FIGURE 5.2. RELATIONSHIP BETWEEN A RIGHT, A DUTY AND A LIBERTY

In common parlance, both a legal right and a liberty are often referred to
simply as “a right”. This may be illustrated by reference to whistling. One who
is asked to stop whistling in a street may refuse to do so stating he has a right
to whistle in the street. In legal terminology his so-called “right” is in reality a
liberty, for it does not emanate from a duty that is owed to one by another. A
liberty is doubtless referred to as a right because the courts will allow it and -
therefore it is deemed to have judicial approval. / So it has, but only to the extent
that the courts will not. act to resirain it as they will in the case of a breach of

~ duty. On the other hand the courts will directly protect a strict right by enforcing
the correlative duty. . : .

Duties, and thus strict rights, are not entities that just appear or which-are in
continual existence; they have to be created and, because of this, may be changed,
deleted or modified. The most -obvious way in which duties (and thus rights)
may be created is by statute, though, in fact, they are created in a multitude of
other ways. For cxample, when a person offers a cigarette to another and the

*
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offer is accepted, new }ig/hts and duties are/ immediately created, for, whereas
until that time the one ,’ﬁvho accepts ‘was under a duty not to interfere with the
other's cigarettes (to do;so could. well constityte, for example, ._tﬁgﬂ), once he has
taken possession of the cigarette with the otfier's consent, the person who gives

) the cigarette now becomes under a duty not to intcrferc-:with:\that cigarette.

7 : In legal theory, if a person has the ability to change & legal duty—and thus
also to change the correlative right—be it cither by imposing or abrogating -a
duty, that person is said to have a power and the persons whose rights and duties
are likely to be changed are said to be under a liability. As to when a person has

" a power will depend on the relevant rule of law as applied to the facts of any-
situation. Like a legal liberty, a legal power is often referred to colloquially as -

a “right”, It is, however, clearly not a strict “right”; at most a. power is an
ability to change a duty. The following example serves to clarify the above
position. : ‘

Under the appropriate regulations, a teacher may punish a student in a .

stipulated way whenever a student exhibits a certain behaviour x. Until a student

exhibits this behaviour x, a teacher is/inder a duty not to punish the student

in the stipulated way and the student has a legal right not to be so punished.

However, the student also has a “power” to change these rights and duties (by

cxhibiting that behaviour x) and as a consequence the teacher is “liable” to be

_ affected, too; to be more precise, the student has the “power” to abrogate the

teacher’s duty not to punish him in the stipulated way .and as a result to abrogate

his Tights ot 10 be so punished, and the teacher is liable to have his duty abrogated.

- The student, then, by.exhibiting the certain behaviour x, exercises his ‘“power”

to change the relevant rights and duties. Immediately the rights and duties.

change—the teacher is no longer under a duty not to punish the student; instead,

he ndéw cither has a duty or he has a “liberty” to punish the student (depending

on Whether the relevant regulation states that he must, or simply may, punish the
({r\’ﬁdcnt), and the student loses his right not to be punished. But more than this
happens as a result of the student exhibiting that ccrtain behaviour x, for another

\ consequence is that the student is now liable to be punished if the teacher decides
TAN to punish him; in theoretical terms, the teacher now has a “power” to impose
’ upon the student the duty to submit to punishment, and the student is “liable”
accordingly. (The correlative right here is the teacher’s right that the student

submit to punishment.) Nonetheless, despite all these changes in rights and

duties the teacher is always under duty not to punish the student whenever he

does x in any way other than that stipulated, and the student always has a -

" correlative right not to be punished in any other way in such circumstances.

Legal rights in the school situation

Under the terms of the Education Act, the Minister for Education in Western
Australia has had conferred upon him the power to. provide an education for
children from the year in which they turn six years of age. The Act states that

"\)(">~ 91
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_ the Minister “may continue and maintain and carry on such other Government
schools, and such other means of instruction, as he deems necessary or convenient
for public education . . .”. ' o
The Act gives the Minister the power to make “regulations for a variety of
purposes, among which*are included - : '
.-« « the general management of schools, the admission, transfer, and
classification of children and pupils,. the discipline to be enforced and
1 the time and mode of teaching in schools, including religious instruction.
an ‘ W
. . . health regulations, and the prohibition of attendance at a Govern-
ment school of any child whose presence is injurious to the health,
welfare or morality of the other children.

The Education Act Regulations are promulgated in accordance with the
powers given under Part VII of the Act. These contain specific regulations
governing the behaviour of children and teachers and set limits to the nature of
punishment that may be invoked by principals and teachers in the disciplining
_of children. In terms of the above dcfinition of a legal right, children attending
school possess certain rights. . ) - : -

The rights possessed by children in the school situation arise as a correlative
of duties imposed on the Minister, his officials and his teachers in the Education
_'Regulations. The Regulations, for instance, place on teachers a duty not to use -
in school any sectarian or denominational publication or party political propaganda
of any kind. Students in a school, therefore, have a legal right fo be free from
the imposition of such influences. In the case of punishments, the Regulations
state precisely the means that may be adopted ‘within a school and the reasons
for which they may be used to discipline a student. As a consequence students
are undér a duty to be punished when required for those reasons specified, though
~ they have a right to be punished only in the ways authorized.” As an example,

- Regulation 33 states that corporal punishment may only be inflicted for reasons
. of offences against morality, for gross impertinence or for wilful and persistent
disobedience. = A student, therefore, may be punished only when he exhibits one
or more of such behaviours. 'To punish him for inability to learn, for instance,
- would be an infringement of the rights guaranteed to him by the Education

Regulations. ’ : ' ‘

The limits of legal duties . T

While Regulations may confer upon teachers wide and far-reaching powers
and require of students certain duties, in certain instances the question as to
whether the exercise of such-powers or the performance of such duties fall within
the framework of the Regulations may be the subject of a determination by a
court of law. A parent could, for instance, lodge a complaint in regard to the
actions of a teacher alleging that such actions were outside the.scope of his
powers as conferred by the Regulations, or that they were unnecessary, unrcason-
able or in the circumstances cxcessive. The court would then rule, having regard
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to the Regulations and the particular acts complained of, whether the lodging
of such complaint was justificd. Although such decision could subsequently be
a guldclmc for teachers who find themselves in similar situations, it. would not
necessarily establish thc hmns" to which a teacher could act under that particular
regulation.

Rights with regard to dress and personal appeamce

In recent years few issues in the school situation have aroused more interest -
and debate than have those of student dress and appearance. Often such debates
tend to assume a degree of importance out of all proportion to the actual impact
that these matters have upon school discipline. In submissions made to thi
Committec and in responses given in questionnaires by parents, teachers a:zd
administrators, frequent reference was made to the fact that a clear-cut ruli
was needed- with regard to the “rights” that teachers and students enjoyed in this
regard. Basically, the ‘questions asked were, “Can the school regulate matters
of personal appearance?”’ and “Docs the principal of a school have thc power
to make -rules regarding the wearing of school -uniforms?”

In one sense the Education Regulations impose a duty flpon students to

obey any direction given by a teacher.
Regulation 27 (4) states:

A child shall obey and give effect to every order given by a teacher

in the course of his duties, or in the exercxse of his powgrs as a teacher.
Regulaiion 183A (1) further states:

Students who remain at school beyond the leaving age shall attend
school regularly and conform to the school’s rules mcludmg those dealing -
with discipline.

These Regulations would seem to Tw upon students a duty to give unquestion-
ction given by a teacher. They would also
seem to cover almost every behaviour in which a child may be involved ard to
extend to matters of dress and physical appearance. The duty cxpressed in the
Regulation 27 (4), however, is qualified by the statements:
“ . . in the course of his duties. . . .”
“. . . in the exercise of his powers as a teacher. . . .
In effect, therefore, the duty of the student to obey his teachers is conﬁned to
those matters relating to the teaching-leamning process and the administrative and
organizational procedures necessary to regulate this process. In order for a teacher

1
i

. or administrator to require action with regard to student dress and appearance,
_ therefore, it would be necessary for him to show that these matters were in some

way affecting the efficient and effective operation of the teaching/learning process,
with the efficient discharge of his duties as a teacher or with the ordérly operation
of the school. This could involve a question of opinion or interpretation and,
on appeal to a higher authority (e.g., a court of law), the teacher’s opinion or

interpretation might not be upheld. A teacher can, however, require action ‘with

* Such limits could be subject to- change after a period of time.
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respect to dress and appearance in accordance with regulations dealing with
" matters of health. Regulation 18, for instance, imposes a duty on students to
attend school ih a clean condition. Regulation 19 imposes the duty on girls to ,
keep long hair tied back if required and a duty on boys with long hair 1o wear '
a hairnet in woodwork or metalwork classes. Regulations 21 and 22 impose on :
students, a duty when ordered by the headmaster to exclide themselves from
school and to seek treatment where they may be suffering from some infectious
disea,"é' e ‘ : o ¥
/ Thé question of student entitlements with respect to dress and physical
. appearance, therefore, would appear to be/quite clear cut. In the absence of
-any duty with respect to dress or appearance réquired within the Education
" Regulations, students have the liberty to dress as they wish and to regulate their
) appearance as they wish provided that they conform to acceptable standards of
s health and cleanliness. Where, however, in the opinion of a teacher their dress
or appearance is such that it interferes in any way with the orderly operation
of the school or the effective implementation of teaching/learning processes, then
under Regulation 27 (4) he may require of that student a modification of dress
or appearance such that they do not constitute an interference. He could not,
however, require a student to change his dress or appearance merely ‘because they
were not in accord with his particular tastes with regard to these matters..
~ Dress and appearance of students. may, however, be regulated not ?nly by
Education Regulations. Certain duties' may be imposed in law. Laws/ dealing
with obscenity, for instance, would require certain levels of modesty in the type
" of clothing worn by students, and the principal of a school would be quite
justified in prohibiting the wearing of student dress which he considered trans-
gressed acceptable community standards of modesty or decency. ’
Present Departmental policy. While matters of dress and physical appearance
. would seem to be the subject of corcern to certain groups of students, teachers,
parents and administrators, Education Department policy on matters of school
" uniform and hair length has been clearly stated. The Department has consistently
maintained the position that the wearing of school uniforms is not compulsory
and, in terms of Regulation 19 fequiring a hairnet for boys with long hair in -
woodwork or metalwork classes, has given tacit approval to the wearing of long
hair by boys. In the ‘absence of any specific directive, Regulation or other
published statement regarding the wearing of beards, it must be assumed that
this liberty exists for children in State schools, The approval (granting the right
to wear long hair) and the liberty ' (to wear a beard), however, are subject to
health restrictions—for example, those relating to pediculosis in the case of long
" hair. :

Summary. From the foregoing analysis it is clear that the school has power

to regulate dress and personal appearance when: ' )

(1) They interfere in any way with the efficient operation of the school
or with the teaching/learning process. '
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e (2) They constitute a danger to the health or morals of other students.

(3) 1t considers that they exceed what may be consxdered rcasonable
bounds of cleanliness and modesty.

Thc school authorities ‘cannot legally require a student to wear a school
* uniform nor can they object to the wearing of clothing sunply because they
disagree with the particular design or the material of wifich it is made. It can,
however, insist that the clothing be clean and be correctly worn and that |t

conform with what the law decrees is a reasonable standard of modesty. °
would also be unreasonable on educational grounds, to expect that a school should
tolefate slovenly or untidy habits in dress or appearance, for these matters are
closely related to the social training that schools are expected to provide. Schools

can be expected to regulate these matters.

Similarly, the school has no- power to regulate the physncal appearance of
students. Unleés a school can show that such matters as long hair, beards, etc.,
constitute a health hazard or in any way interfere with the operation of the school
or the teaching/learning process, then it has no power in law to require a student -
to alter his appearance. The fact that a teacher does not like long hair on boys,
for example, is no reason why all boys should be required to have short hair cuts.
If, however, it could be shown that a boy’s long hair was a definite cause of the .
spread of pediculosis within the school, then the school, would be justified in
requiring the student to have his hair cut, or excluding }lll.*l and requiring him
to seek medical treatment before readmittance.

In these matters of school clothing and personal appearaice, the Committee
supports the present policies pursued by the Education Department and considers
that they' are consistent with the .principles outlined in the foregoing analysis.

Recommendation

The Education Deparﬁment shou]d adopt measures to ensure that school
admlmstrators are adcquately informed on the nature and. extcnt of their legal
powers and duties. - ! :

nghts other than legal nghts
In the section of this chapter dealing with types of Lntltlements, a broad
distinction was drawn bctWeen those rights which have a basis in law and those
- which do not. Often those who speak of riglits are referring to this latter category.
In cffect they aré saying! that cer%in entitlements ought to be available to all
members of the community or to certain sections of it. These rights which are
' . not lcgally based may be kxtremely important human values that may have their
" origin in religious belief, )in historical tradition or in other sources. It is not
assumed that these have ways been present, but they are “humanly contrived
" beliefs that express what some people in a-certain cultural context and at a particular
time deem of supreme 1mbortancc Such rights, while they may. be commonly
held by most members of ocnety, are generally not legally enforceable. They are
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uéually' expressed in very abstract terms and Voften require explanation, and as
the environmental conditions change so, too, docs the content. of the right charnge.
Ritchie (1895), in discussing what determines rights, draws a very clear distinction

‘between a legal right and a nonlegal or _ymoral,right. He states (p. 79):

: ‘ The_difference between legal and moral rights makes it obvious
that moral ,rights cannot be so precisely determined as legal rights.
Different sections of the society to which a person belongs and for
whose opinion he cares may hold different views as to var.ous duties,
and consequently as to- various rights. Conflict is therefore possible
about moral as well as about legal rights; but in the matter of moral
rights there is no law court to which appeal’can be made to pronounce
a binding decision. L ' '

Within the school .situation there .are besides the legal rights established by
virtue of the Education Act and Regulations certain student and teacher expecta-
jons regarding entitlemepts which are derived from a wide variety of sources.

Some of these expectations find their source in.economic, social and cultural

changes occurring within the wider community, some are the product of tradition,

" and others arise from the-pressures exerted by small groups in order to attain

ends which they consider desirable. To categorize and discuss each of these

would be a lengthy process beyond the scope! of this Report. Some of the more

obvious, however, are discussed below. | ' : A

Student demands. Dcmahdsrfbr “rights” on the part of certain student
organizations and by student groups within lected schools have become more
common in Western Australia in recent years. A recent rally in Perth attended
by several husidred secondary schooi students, some of whom were given
permission by ‘Principals to represent their schools, discussed the following list of
“rights™ | § '

(I)Y?*rcedom of dress.. :
2 'Ljfrecdom of expression.

(3) Listing all school rules so .that students know their rights. No
arbitrary punishment by the administration. The right of students,

to appeal against any disciplinary measures to a court of their/
: /

peers. . . /

i

(4) End corporal punishment. /

(’/5) End all segrégation on the basis of sex and between teachers a)(d
' students. ‘ :

‘

(6) More finance for education.

. An examination of these items indicates that wl. .t is being sought by this
‘particular group is a mixture of changes in school administration, in Education
Regulations and in political support for education. These demands are a further

example of the confusion, in the use of the term “right” that has been referred
to above. o ! :
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Demands for “rights” such as those listed by students’ organizations,-although.
advocated with some force, appear to have little widespread active support among
secondary school students. This is not to say, however, that students have no
interest in individual items contained within the lists presented. It has been
indicated elsewhere in the Report that students are generally quite interested in
the attainment of greater measures of student self-government, in the selection of
the types of clothes they will wear, and in other aspects of school operations.
Their interest is not, however, a one-sided demand for teacher action. They
see themselves as active participants, co-operatively working with teachers, and
not mdependently of them, in the achievement of a desirable school climate and
in the attamment of educational goals.

- Attempts that have been made to issue statements of student rights in schools
have involved the' distribution of pamphlets and news- sheets. This approach,
however, seems to have J!ad limited impact upon students. Survey results show
that less. than a quarter “of ‘students, mainly in the upper school, have read any
of these. Only 19 per cent show any marked interest in their content and very

. few (four per cent) express any strong belief in what they have to say. It is
possible that students react unfavourably to efforts from those external to the
school situation to establish the direction of their involvement for lists of “rights”
which they suggest themselves ‘approximate in many ways those set out in the
pamphlets. The following list sets out in order of student preference “rights”
considered desirable by a sample of upper school students:

(1) The “right” to have freedom in the selection of school clothes
- with no compulsion regarding the wearing of school uniforms.

(2) The “right” to have a say in school government through an elected
student council. -

- - (3) The “right” of appeal against administrative decision.
(4) The “right” to decide whether or not to participate in sport . and
physical education.

(5) The “right” to haverfreedom of speech and to be able to criticize
school operation, '

(6) The “right” to chod¥e whether or not to attend 'classes

(7) The “right” to choose and carry out social and extra-curricular
functions. :

An examination of “rights” suggested by lower school students shows little
variation from these. A comparison of this list with that handed out during
a student rally shows a.close correspondence ‘on many items. Those concerned
with dress, freedom of expression, and rights of appeal are very similar in each
case. A major difference between the groups, however, is that those students
in the random survey would prefer to see the operation of their “rights” through
the mechanism of a student council working in co-operation with teachers. The

\
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news-sheet listing adopts a stance which appears to be more antagonistic in its
+ attitude towards teacher participation.

Teacher-preparcd lists o .

' In some high schools statements of student rights have been included in
handbooks given to students. The following list is taken from a handbook issued
to students at one metropolitan high school. It is patterned on similar lists in
operation in other schools:

(1) The right of recourse to authority. ]

(2) The right to be considered innocent until proven guilty.

(3) The right to be heard. (You must get a chance to explain.)
(4) The right to be given the benefit of the doubt.

(5) The right to call witness. (To prove your innocence.)

(6) The right, once punishment has been inflicted, to be considered
as having paid for the offence and. again to-be regarded the same
as everyone else. '

(7) The right to appeal to the-Deputy Principal or Principal Mistress
in the event of injustice being alleged at a lower level. '

The list is somewhat narrower in scope than those put forward by students
in as much as it makes no reference to school dress, to school government and
operation or to matters relating to what students have termed “freedom of
expression”. Tts emphasis’ is directed mainly to matters of punishment and the
means whereby students may be given fair treatment in matters of disciplinary
actions. Part of this narrowness in approach is due to the fact that matters
considered as rights by students are dealt with in other sections of the handbook
or may be dealt with separately in sections of school policy documents. The

- _ difference between lists would appear to be due to variations in the. definition
of the term “rights”. What is considered a right by some students may be seen
by the principal and staff purely as an administrative arrangement.

a Rights and responsibilities. Demands that are made for student rights or
- entitlements within the school situation have brought forward the counter claim
on the part of some teachers and administrators that the granting of rights entails
" the acceptance of responsibilities. This claim suffers from problems in defining
responsibilities similar to those encountered with regard to rights. To some,
responsibility means the performance of certain required duties; to others it
refers to the limits of student behaviour consistent with norms held by the members
of the teaching staff. While many are prepared to use the term and to state
that students should accept responsibilities, few have been willing or able to put

_forward what these responsibilities should be.

While the concept of responsibilities is an attractive one, its lack of precision
would appear to be the most cogent argument against its use in any discussion
of student behaviour or rights. Rather, it would seem preferable to discuss®
student behaviour in terms of the duties imposed by law and by the Education
Act and Regulations.

| 9§
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Summary. An examination of lists of student rights proposed by various
groups indicates considerable variation that is due mainly to definition of what
constitutes a right. To some teachers, rights are concerned mainly with processes
associated with punishments. Student claims involve a broader’range of behaviours
but may contain matters which teachers include under other titles in handbooks

- or in statements of school policy. When all documents associated with the

operation and administration of the school are considered, it would appear that
there is close congruence between teacher and student perceptions of student

- behaviours within the school that may or may not require regulation.

Basically two stances may be identified. Many students seek a broad
measure of student-teacher co-operation in the decision-making processes of the

. school. Some groups, at present in the minority, seek a clear-cut delineation

of matters of student behaviour over which the school staff and prmc1pal would
have no power of control. There is also evidence to suggest that, in the com-
pilation of guidelines for student behaviour, most students would prefer to arrive
at decisions within their own school rather than have some externally compiled
measures imposed upon them.

Regardiess of these general findings on student attitude, it remains a fact
that schools vary considerably amung themselves. The quality of adminiztrative
leadership, the nature and numbers of students, the physical facilities, the degree
of student government, the age of the school amongst a host of other variables
would render it difficult to genmeralize with regard to particular rules that may
govern student behaviour and areas in which responsibilities and autonomy of
action may be allocated. The Committee considers that the detcrmination of '
specific student entitlements of a non-legal nature is more properly a matter for
determination by individual schools, and it would hope that in the determination
of such entitlements there would be close co-operation and participation by
students through elected school councils, and by parents through the agency of
the school’s parents and citizens’ association.

The questlon of constitutional rights

The assumption is often made by those who refer to the rights possessed by
an individual in the Australian situation that there are certain fundamental rights

“clearly set down in constitutional documents. There is, however, no statement

or bill of rights such as may be found in the Constitution of the United States
of America. There are some rights conferred in the Commonwealth of Australia
Constitution Act such as freedom of religious choice and from religious discrimina-
tion, and freedom from discrimination on a State basis, but, generally speaking,
the situation with regard to constltutlonal rights is as stated in the section dealing

~with legal rights.

There is, then, no such thing as a person’s constitutional right. To claim,
therefore, that a person’s constitutional rights have been violated with respect
to education would be incorrect, for a person has no constitutional rights with

99
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regard to education. Similarly, an Australian citizen has no constitutional rights
with regard to such matters as freedom of speech, freedom of action and the like.
An Australian citizen has rights in law and he has liberties in the absence of a
duty conferred by law, but he does not have a constitutional right.

The Declaration of the Rights of the Child
On 20 November, 1959, the United Nations General Assembly unanimously

adopted and proclaimed a Declaration of the Rights of the Child, setting forth -

those rights and freedoms which the various countries oi the world agreed every
child, without any exception, should enjoy. :

As in the case of the Universal Declaration of Human Rights adopted by
the General Assembly in 1948, these rights seek to set a standard which all should
seek to achieve. The following paragraphs have particular reference to education:

The child is entitled to receive education, which shall be free and

compulsory, at least in the elementary stages. He shall be given an

. education which will promote his general culture, and enable him, on

a baiis of equal opportunity, to develop his abilities, his individual

judgement, and his sense of moral and social responsibility, and to
become a useful member of society. '

The best interests of the child shali be the guiding principle of
those responsible for his. education and guidance. That responsibility
lies in the first place with his parents.

The child shall have full opportunity for play and recreation which
should be directed to the same purposes as educat’on; society and the
public authorities shall endeavour to promote the enjoyment of his right.

While this declaration does not have a, direct bearing upon the matter of
school discipline, its spirit is very much in keeping with the concepts of educational
organization and development held by the Committee. Its emphasis upon the
development of secial and moral responsibility and of adjustment to society is
very much in. keeping with the recommendations expressed elsewhere in this
Report. o \

THE 9UTIES AND POWERS OF THE PRINCIPAL

In general

The duties required of a Western Australian secondary school principal are
set down within the various sections of the Education Regulations. Within Part
III of these Regulations specific reference is made to the duties required of a
headmaster or principal. These cover a wide range of topics and include responsi-
bility for the safe custody of the school buildings and furniture, for the preparation

_of programmes of instruction for clerical and accounting procedures, for the

preparation of statistical returns and for all other matters relating to the care
and operation of the school. :

100"
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‘The principal also has duties with respect to teachers, students and other
persons within the school. By virtue of the Regulations he has the right to
expect compliance with his directions by both teachers and pupils. He may
require any person to leave the school premises and may enlist the aid of teachers
or members of the school’s parents and citizens’ association in the conduct of a
book shop, book hire schemes or similar amenities. '

Legally, the secondary school principal has delegated to him a w1de range
of powers. Of particular concern to this Committee, however, are those that
he has with respect to the methods of punishmen. he may adopt in the disciplining
of a student. Under the Education Regulation three means of punishing children
may be adopted in the school situation. The first of these, detention after the
hours laid down in the school time-table; may be invoked by both teachers and
“principal. The second and third means—corporal pumsh,ment and suspénsion—
may only be inflicted by the. principal. .

In some submissions made to the Committee and in teachers’ questionnaires,
the claim was mede that “greater power” shoud be given to the principal. Typical
. of such responses were
Headmasters should have power to. expel students without referring to

the Department.

. all headmasters should have the power to deal with disciplinary
problems as they see ﬁt———mstead of having to refer to the Depart-

ment .

- Principals should have the right to suspend and in the case of over-age
students the right to expel students without consulting a higher
authority.

The Principal of a secondary school should be given powers to deal
with discipline problems-in his school as he sees fit . :

The school must be given more authonty to deal with miscreants: A high
school principal should be vested with powers of suspension so that
the school population is protected from the arrogance and
del'nquency of a small minority .

A careful analysis of these responses indicates that in almost every case what
'is meant by an extension of the powers of a principal is an extension of the
power to suspend from school children who are extremely disruptive of the
teaching/learning process, who openly question or defy teacher authority, or who
cause serious disruption of the administrative organization of the school. -

, If extensions of a principal’'s powers were meant to refer to corporal punish-
ment it would be difficult to see how these could be effected without transgressing
accepted humanitarian standards within the community or exceeding what in
law may be considered a reasonable exercise of the powers given under the
Education Regulations. It would appear ‘that the extension of power considered
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necessary by teachers relates mainly to that power conferred by Regulation 35,
which states:

35. No child shall be expelled from a school, but if a headmaster
consxders that circumstances so warrant he may suspend a child from
attending school and report the suspension to the Director-General
who shall decide the action to be taken in respect of the child.

Regulation 35 and its revision

Under Regulation 35 as it now exists, the principal of a secondary school
may suspend a child from school if he considers that circumstances so warrant.
This action, however, is subject to confirmation by the Director-General of
Education. Ip effect, the Director-General assumes direct responsibility for the
decision to suspend. If an extension of the authority to suspend were to be
granted it could involve o 5

(1) Unrestricted authority to suspend students from school without
, reference to or review by the Director-General.
or ?
(2) Authority to suspend students for restricted periods of time without
reference to the Director-General (by up to ten days as in the
case of Victorian secondary schools). .
In each of these cases, the responsibility for the decision to suspend would
necessarily remain with the Director-General of Education, for, while he may
delegate authority, he cannot delegate responsibility. The school  principal,
‘however, would be the person who would bé expected to.answer any criticisms
or challenges of the action so taken.

One very important consideration of ‘the action taken under Regulation 35
is whether suspension is a puniskment or a period in which the allegations made
against a pupil may be investigated and confirmed or modified. If suspension
is viewed as a punishment, then it may be pertinent to allow the principal of a
school some measure of latitude in suspending a child from school without
- reference to the Director-General. If, however, suspension is viewed as a period
in which the allegations of the school against a child’s behaviour may be investi-
gated, then it would ‘appear to be essential that reference should be made to the
Director-General for his impartial judgement in the matter.

‘Ih consideration of the above alternatives, the question may be asked, “Does
the student (or his parent) have any right of appeal in the matter of suspension
from school?”. In effect, can the school quite arbltranly decide upon suspension?
If suspension is considered to be a punishment, as is corporal punishment or
detention, then it would appear that in suspensions of short duration nc such
mechanism of review would be necessary. If, however, suspension includzs, or
is considered to be, a period of review then it would be essential that reference
should be made to the Director-General to ensure that the reasons for suspension
were adequate and the period of suspension was commensurate with the nature

of the offence committed.
| N
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From evidence presented to the Committee and from opinions expressed by
its various members, it would appear that the matter of suspension includes aspects
of both punishment and review. An analysis of various suspensions that have
been carried out during the period 1968-1971 indicates quite clearly that in a
majority of cases the emphasis is quite clearly upon punishment. From Depart-
mental adjustments to initial school action, however, it is eviaent that elements
of review are also of importance. ' .

In reviewing suspensions that have taken place the Committee fully appreciates
that these have been made only as a matter of last resort and only where the
behaviour has constituted a disruption of the teaching/learning situation, a danger
to the morals and well-being of other students, or a serious impediment to the
effective administrative operation of the ‘school. In all cases the action was taken
- mot in response to a single item of behaviour but rather to a series of major
infractions of discipline extending over a relatively long period. The Committee
fully realizes the considerable strain that such extreme indiscipline places upon
teachers and administrators and the disturbing effect that it can have upon the
behaviour, morale and attitudes of other students. :

. In view of the dual purpose of suspension, therefore, the Committee considers
that some measure of freedom should be given to principals in the matter of
suspension but at the same time sees the necessity to preserve the rights of students
and parents to receive a full measure of review regarding such an . important
decision in which a student’s schooling and character are involved. The Committee
therefore makes the following recommendations with respect to the alteration of
Regulation 35 of the Education Regulations:

Recommendaﬁons

(1) Where a studeat attending a secondary school continuously misbehaves,

the principal should invite the parents to discuss the student’s future in
the school.

(2) The principal of a secondary school should be empowered to suspcndA
from school for a period of up to five days a student who is guilty of a
serious breach of school discipline. ‘

(3) In the case of suspension for serious breaches of school discipline, the
parents of the student should be notified immediately and requested to
visit the’school to discuss ‘the problem. In the case of oral notification,
written notification must follow immediately. :

(4) No suspension exceeding five school days should be made without the
approval of the Director-General of Education.




INTRODUCTION

Different perspectives
Within the school situation, administrators, teachers and students are the
main protagonists in disciplinary disputes and, from their separate vantage points,
they may hold disparate views of the nature and the extent of disciplinary problems.
Even within each of these groups, the expectations in regard to the behaviour of
“students, both in and out of the classroom, vary widely. What may appear to
be a gross form-of student misbehaviour to one teacher may be casually shrugged-
off as “normal” by another. In the same way, of course, what may seem to
one student unreasonable behaviour on the part of a teacher may be perceived
by another student as quite within the limits of a teacher’s role. The evaluations
of even the most impartial and well-informed educators or students cannot avoid
being coloured by their own internalized norms, by d'scussions among restricted
circles of colleagues, by the influences of the various forms of mass media—
including that which is designed specifically for teachers and students—and to
a large degree by their own limited range of experience.

For the layman, the problem of assessing the true nature and extent of
disciplinary problems is even more acute. He must rely upon the infrequent
and sometimes misleading reports of the various mass media, upon occasional
contacts with the school through children or friends, or upon his recollections of
his own experience in schooli It is unfortunately the case that the reports in
the media, while often successful in their main task of reporting the exceptional
and dramatically different against a background of what is generally known,
often fail to give prominence to the undramatic event. Cases of indiscipline in
schools are considered more newsworthy than cases of normal or even exceptiona
good conduct. »

CHAPTER 6
NATURE AND EXTENT OF THE DISCIPLINE PROBLEM
|
\

Control of students

Most educators would support the view that student control plays 4 major
part in determining the nature of th "-school behaviour of teachers and students.
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Furthermore, student control affects relationships between teal hers, for teachers
seen as being ‘weak on control may have a diminished status amohg their colleagues.

Control, as one aspect of discipline, is an essential ingredient of group life
in any organization and implies requirements for, and restraints upon, the behaviour
of participants. The limits of this behaviour may be established formally thcough
the requirements of a particular status position, through written rules or regulations ’
or informally through tradition, and through the norms held by the-group. Within
the school situation, positive and negative sanctions are used to ensure compliance
with rules and other expectancies for behaviour; these are considered desirable
to effect the efficient implementation of the school’s aims. The sanctions may
be punitive, utilizing such methods as coercion, ridicule or the withholding of
tgwards. Non-punitive sanctions, such as approval or appeals to a student’s
sense of right and wrong, are based upon an understanding of the student's
motivations and encourage self-discipline rather than imposed discipline.

Unlike other organizations, Government-operated schools do not have. the -
right to select their owi clients. Legally they must accept for instruction students
with certain specificd age limits; and students, in turn, are obliged to attend
and receive this instruction. This compulsory aspect of education, coupled with
the independence and individuality sought by students learning aduit roles, virtually
ensures at léast an occasmnal questioning and non-compliance with school rules
and organization.

. Nash (1966) states in connection with the learning of -adult roles:
Children must be given a measure of free choice and self-
determination before they are fully ready for it. They are never“fully .
ready, and we must be prepared to take chances with them, while at
the same time preparing them as fully as possible for the respon51b111t1es
of such freedom.
Recent approaches to education aim to engender within students the ability

to develop creative and independent thought. This development is in distinct

‘contrast to past requirements of unquestioning obedience to prescribed codes

of behaviour. If modern approaches to teaching and learning are to stress
originality, creativity and the development of an enquiring attitude, it may be
reasonable to expect that tensions will occur between teachers and pupils and
will be a continuing aspect of modern-day school systems.

Rules

The provision of ru]cs in an organization provides guidelines for the definition
of acceptable behaviour. Paradoxically, most school rules set limits to the out-of-
classroom behaviour of students but provide few guidelines for in-classroom
behaviour, which by far consumes the bulk of a student’s time at school.
Consequently, the limits of acceptable pupil and teacher behaviour within the
classroom are more flexible and generally depend on the vigaries of the teaching
situation, wh'ch, in turn, are accentuated by features of school organization such
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as cross setting. Organizational procedures of this type can inhibit the
development of stable student-teacher relationships. Thus, acceptable standards
and patterns of classroom behaviour will vary from teacher to teacher and from
situation to situation. The criteria employed by one teacher to assess a classroom
learning climate or standard of student behaviour may differ quite significantly
from those held by other teachers. Without a clearly established definition of
acceptable student behaviour, the identification of deviant Péhaviour is susceptible
to the background, mood and predilection of different teachers, a situation which
can only confuse the disciplinary process. e :

The clissrooth environment

"The sociAl milien and physical surroundings in which schooling takes place
affect the way in which teachers arc able to exercise their authority. The
physical constrains of having between twenty and forty students sitting’ desk to
desk in a classroom virtually predetermines the way teachers and. students must
relate to each other. Learning theorists are adamant that many of the important -
learnings that ought to take place at school are engineered through the social
interaction with others. Most of a student’s time at school is spent in a classroom.
The complex role of the teacher requires him to encourage children to interact
with_himgelf and other students yet prevent reasonable order deteriorating into
indisciplinéd chaos. On many occasions the teacher must walk a tightrope over
a disorderly climate where particular students have predispositions towards
upsetting his balance. -

Of course, students must operate under certain constraints while gaining a
formal education. For large periods of time, the student is expected to behave
in the classroom as if he were in solitude. Because students are reliant on teachers
to determine their learning priorities and make many minor decisions about how
the lesson is to proceed, they must learn to be patient and wait for a teacher
directive or response.

Jackson (1968; p. 18) ‘writes of the ambivalence that these constraints }ave
on the way students behave and learn.

. . . We can see that if students are to face the demands of classroom
life with’ equanimity they must learn to be patient. This means that
they must be able to disengage, at least temporarily, their feelings from
their actions. It also means of course that they must be able to re-engage

- feelings and actions when conditions are appropriate. In other words,
students must wait patiently for their turn to come, but when it does
they must still be capable of zestful participation. They must accept
the fact of not being called on during a group discussion, but the]
must ccntinue to volunteer. .

The passivity of the role that students have in schools is reflected in the
manner in whith classroom tonversation is conducted. Studies of classroom
communication throughout the world reveal that teachers carry on from two-thirds
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tg/three-quarters of all classroom communication, the studenc” for the most part .

<

esponding to teacher initiated conversation. o

"Teacher-studépt rélationships

Waller (1965, p. 195) has described the conventional form of teacher-student
relationship as')- . ‘ : :

...a form of institutionalized dominance and subordination. Teacher
and pupil confront each other with an original conflict of desires, and
however much the conflict may be reduced in amount, or however much
it may be ghidden, it still remains. ... The teacher represents the
established social order in the school, and his interest is in maintaining
_that order, whereas pupils have only -4 negative interest in that feudal
superstructure. -

The awarenass of the power of adults has been learnt by the student long -

before he enters school. Imitially -the power and -authority are entrusted to the
school by parents. In the transition from home to school, the authority of parents
is replaced by the authority of the teacher. The tecacher may punish the student
just as the parent would. Jackson (1968) points out that the circumstances in
which teachers exercise their authority are radically different from those of parents
at home. Teacher-student relationships must be conducted in a climate of relative
. impersonality. The very fact that group® of students confront teachers for the
purpose “of instruction .in carefully delimited circumstances reduces for most
students the possibility of the intimate sorts of relationships that can occur in the
family environment, Power js wielded by a relative stranger.

Although particular teaqhérs may exercise their authority with various degrees
of subtlety, it is always clear that.the teachers administer the power and have
been given the responsibility of determining classroom events. The teacher
ultimately manages all classroom discussion, determines what the student studies
and for how long, allocates learning resources to the student, delegate's and makes
judgments on the calibre of the student’s work and behaviour and allocates special

v\‘privileges and rewards. The teacher is the ring-master. '

The ideal of democratic discipline ' ‘

s

In ijts submission to the ( smmittece, the Progressive Teachers’ Association
referred to the concept of democracy in teacher-pupil relationships.’ '

Emphasis should be placed upoh the elimination of the authoritarian,

undemocratic and stressful features of present relationships. Greater

emphasis should be placed upon students as people and teackfrs and

administrators should concern themsclves as much with the development

of personality and humanity in their students as with the inculcation of
subject matter. Further, teacher dominance should be replaced by a

far more active participation by students id the classroom situation
as occurs in pre-school education.
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s * The Committee sees a need to elaborate the concept of democracy in the
. : classroom, since it appreciates that, at certain times, without the approval of a
group of students but in their best interests, the teacher must make an unpopular
. decision. The complete abnegation of his role as disciplinarian is likely é’oinvite
_classroom anarchy. It is the Committee’s view that discipline and obedience
evolve from friendly and realistic teacher-pupil relationships, and behaviour limits
are only imposed when absolutely necessary. Ausube! (1965, p. 31) describes
this ‘type of discipline as follows: P
K Democratic discipline is as rational, non-arbitrary and bilateral as
. - possible. It provides explanations, permits discussion, and invites the
participation of children in the setting of standards whenever they are
qualfied to do so. Above all, it implies respect for the dignity of the
individual, and avoids exaggerated emphasis on status differences and
- ' barriers to free communication. Hence it repudiates darsh, abusive,
. and vindictivée forms of punishment, and the use of sarcasm, ridicule,
and intimidation. ‘
¢ The description of democratic discipline which Ausubel gives is one with
' which most teachers would agree as being consistent with modern learning theory
and with what research has to say about the teaching/learning situation., Few,
liowever, would subscribe to a complete freedom from all external constraints and
~ direction, or to a removal of all standards, as is sometimes advocated. Freedom
from discipline is not a desirable end in itself and the eradication of all distinctions
between teacher and student is totally unrealistic and ignores the reality of the
. - broader structure of society. Teachers and administrators would be failing in
their duty 46 students if they abdicated responsibility for making decisions within
their_elassrooms. : <
_~"" Elsewhere in this Report, reference is made to the fact that some disciplinary
problems arise because of teacher weaknesses or indiscretions. In some question-
naires teachers expressed the view that “therc are no pupil disciplinary problems;
there are only teacher problems”, While this view is not widely held, it has often
been raised in connection with the view th%t repressive, authoritarian methods of
administration and control are solely to blame for student excesses of behaviour.
The implication is that if the child finds school a place where he has no resjaints.
he will act in an acceptable manner; that if he is treated with respect, he will
reciprocate with respectful attitudes towards teacher; that if he is given sympathetic
_— consideration by teachers in all of his relationships with them, he will respond in a
similar way. Some teachers expressed this view by stating: “If you treat children
as you wish to be treated yourself, you will have no disciplinary problems.”
While this approach may hive positive results with a majority of students and
with particular teachers, the teacher must still have the capability of enforcing
control and, if necessary, inflicting certain legitimate forms of punishment. It is
unrealstic to think that all students will consistertly behave in the best interests
of the class when so many factors from both within and outside the classroom
impinge on- and motivate behaviour: Authority.is necessary for the maintenance

108 +:




b
t
i
l
|
|

1 .
Nature ariid‘ Eatent of the Problem ' ’ 96
l o _
¢ of order in adult society. It is no less necessary in the school, both because
i ' the school is itself a part of soc:ety, and because studeuts need to learn appropriate
‘ résponses \to authority in readiness for their participation in the adult world. The
questions which may legitimately be raised in the pursuit of democracy relate to
the nature and source of authority and whether authority is being exercised mcrely
for 1ts own sake.

Differences in values _

Gordon (1957) and Coleman (1961), in the United States, documnented the
ways in which peer groups create value systems for children. These values are
often antithetical to school objectives. ' However, Coleman’s thesis that the
adolescent sub-culture is separated from and is basically in conflict with adalt
sociéety may be an oversimplification of the facts. - Australian evidence obtained
by Connell et al (1957), Wheeler (1960) and Campbell (1962) suggests that
the attitudes and values of the adolescent are derived from, and are similar to,

- those of adults. Whatever the source of acquisition, the values of adolescents:

in Western Australia appear to reflect the plurality of values found in society- at
large. Inevitably, students from disparate cultural backgrounds will confront
teachers with divergent opinions about acceptable- standards of behaviour.

Table 6.1 indicates responses of students to an item which required a reaction
to six behaviours that are likely to elicit a contentious response from a cross section
of the commumty Some would view an exhibition of these behaviours as evidence
of a permissive contaglon among youth
& i ‘ v AN

l oo TABLE 6.1

STUDENT RESPONSl:S BY YEAR LEVEL TO QUESTION ‘DO YOU DQ YOUR PARENTS,
° DO YOUR\ FRIENDS OR DO YOUR TEACHERS. THINK HIGH SCHOOL STUDFNTS

- SHOULD RE ALLOWl:D TO DO THE FOLLOWING? \
Year 1 Year 2 Ycar 3 Year 4  Year 5 '
f .
Number of students 1407 1392 1208 - s93. 372
B % % % % %
1. DRINKING ALCOHOL? . . i . :
Yes .. .ol .. 12 20 28 . 37 45
You Uncertain e 12 17 22 20 17
NO e e e T2 51T . 45 41 36
, CYes e e e 9 10 2 18
Parents  Uncertain T A 14 19 19 23
No i w16 6 - 6S 57
- YS o e o 18 ) 42 9 s
Friends  Uncertain o e 32 33 34 35 29.

- . - No e e e 44, 28 19 13 10

FRIC 0. 1085
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‘ Year 1  Year 2- Year 3 Year4 Year 5 .
, Number of Students 1,407 1,392 1,298 593 7 A
% % v pA %
Y e a4 4 3 2 2
- Teachers Uncertain 25 - 29 30 44 54
No 65 60 61 52 43
2. BOYS HAVING LONG HAIR? ]
. Yes 67 79 84 87 91
You Uncertain 15 8 6 7 3,
\ No e e e 15 9 7 4 4
, Yes e e w26 32 35 36 40
Parents Uncertain 30 28 28 - 27 26
- 1 C Y | 34 33 36 32
Yes 71 80 85 90 . 88
Friends - Uncertain RO ¥ 10 8 7 7
No 8 4 2 1 -2
| . . Yes 13 -16 16 19 19
g ’ Teachers Uncertain e 46 45 .48 52 53
» ' No 35 32 31 - 28_ 25
| 3. HITCH-HIKING? e
: CYes e e . 14 26 7/ 35 38 47
g You _ Uncertain 13 - 14 16 15 15
f No~ i e e 69 54 45 46 37 ,
: Yes e o e 4 6 9 9 14
Parents Uncertain 11 12 14 17 16
No ' 8t . 76 3 69
Yes o e e 22 34 42 4 51
Friends Uncertain .30 30 - 28 32 28
No 42 30 25 21 18

: Yes o o e 2 3 4 - 4 4 .
Teachers Uncertain = ... 26 31 .35 48 58 -
No O 60 55 a4 - M N

; 4. STAYING OUT LATE AT NIGHT - . , AR
1 : o XYes e .. 34 46 58 57 64 :
‘ You Uncertain . 24 25 23 24 20
.. No e e w38 23 16 16 14
. - v
Yes e w13 14 17 16 723
N Parents  Uncertain e 23 28 30 33 .33
~ > No . !

Aruntoxt provided by Eic:

e
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Year 1 Year 2 Year 3 Year4  Year 5
Number of students 1,407 1392 1298 593 372
% % % % %%
Yes " | 59 69 70 7 -
Friends - Uncertain w31, 26 20 23 18
No e 17 8 5 6 2
Yes e 9 7 7 6 9
Teachers Uncertain e 47 52 54 .62 65
NO  ee e . 3B 34 33 2% 7 24
5. SMOKING CIGARETTES? ;
Yes e e e 20 34 42 46 49
You Uncertain 14 13 14 9 11
No e 62 48 40 43 39
Yes - e e e 8 10 11 14 20
Parents  Uncertain 12 15 20 22 23
No - e w15 70 64 61 55
Yes o e o 35 47 56 59 61
Friends Uncertain 27 24 23 22 22
No e 33 23 - - 16 16 14
Yes e 1 6 5 6 6
Teachers Uncertain 23 26 . 30 40 46
No : 63 61 59 52 46
6. KISSING? .
Yes e e e 62 77 83 87 . 91
You Uncertain we 20 12 10 8 S5
No e w14 6 4 .~ 4 2
Yes o aw .. 34 a1 - 46 49 59
Parents  Uncertain 37 37 37 36 32
‘No e e 24 16 13 14 8
‘ Yes e ey e 65 78 84 87 91 -
Friends Uncertain 21 12 10 o 5
No e e w8 4 2 1
G e e 17 2 27 26 27
-, Teachers Uncertain 51 52 50 59 59
13

No ... .. 26

19 17

11
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Several conclusions emerge from an analysis of Table 6.1. There was little
evidence of unanimity of opinion among West Australian youth with regard to
K the various contentious behaviours. -

- Students responded that their pcers were more approving of the behaviours
than either themselves, their parents or their teachers. ;

Older adolescents are more likely to approve of the behaviours than younger
adolescents.

A smaller proportion of teachers than parents was seen as sympathetic
towards the behaviours, though a larger number of students expressed uncertainty
with regard to their expectations of just what their teachers are prepared to

. approve. p " A :

The implicationspﬁf these observations are severalfold.

The gap in values between a segment of the student population and teachers,
with regard to out-of-school behaviour, serves to colour relationships in the class-
room. The teacher is confronted with a cultural barrier when attempting to play -
down status differences and_ relate with these students on an apparently co-equal
basis. Not only is there a power differential but also a cultural differential
constraining the development of student-teacher rapport. Furthermore, teachers
and students may differ among themselves with regard to these social values, and
may not even share the same educational objectives. - Only one-third of all stidents
responded that they would rather be remembered as an outstanding student than
a star sportsman or sportswoman, or as a most popular student. These values,
i Whether learnt from adult society or from peers, operate to subvert the role of the
- Q teacher in that they are antithetical to major school objectives.

Inflexibility on the part of the teacher in dealing with students at different
year levels and with different value systems must exaggerate his social distance - .
_from the student and impede communication. o : ' '

Teacher directiveness - o ’ v
The ideal of democratic discipline is not always attained in Western Australian
classrooms. Relative to the conduct of classroom affairs in Britain, the United
States and New Zealand, there is evidence to syggest that Australian teachers are.
"more authoritarian in- their relations with their students and more reliant on
regulating classroom behaviour through the stipulation of rules. Adems (1970,
p. 54) writes of a recent, extensive investigation: . :
The results from Australia are, comparatively speaking, bland, but
they* do have slightly austere overtones. Australians de-émphasize
personal relations, free communication, the use of differentiated groups
' and permissiveness. Adding to the somewhat traditional impression is
: : the 'fact that the two items ranked high were: subject matter and the
o - use of prescriptive rules. - : o !
The stereotype of many Australian teachers as prescriptive and authoritarian
is not especially softened by consideration of responses to thc-Student Question-

nai_rc. :
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It is evident that Western Australian teachers have developed a strong
reliance on various forms of punishment, such as caning, detention or duties. (See
Chapter 7.) Though not all students may be recipients of these punishments,
their existence must colour perceptions of sshool and refard the development of

"a rapport between student and teacher founded on understanding and respect.

- TABLE 6.2

STUDENTS’ RATINGS OF ‘MOST TEACHERS IN MY SCHOOL’
EXPRESSED IN PERCENTAGES OF YEAR LEVEL RESPONDENTS

Ver} B - "~ Neither - A\?ery : :
strict Strict or Lenient  lenient Other Total
- v 7 uncertain ’ o
% Yo b VA % % %
Year1 .. .. 20 . 25 8 7 5 15 100
Year2 .. .. 18 26 30 10 4 12 100
Year3 .. .. 14 30 30 12 5 11 100
Yeard .. e T 32 33 20 4 4 100
Year 5 ... ... S 45 23 3 2 100 .
Total number of” . " :
responses - ... 794 1,409 1,584 623 254 398

Table 6.2 shows that students in the lower school, where discipline problems
are more acute, tend to regard most teachers in their school as strict.

It would seem that teachers react to the behaviour of lower schoollstudgnts

by imposing tighter controls on classroom activities. This response is in many -

ways instinctive, but its effect is likely to~provoke further student reaction, increase

. tensions or, at most, maintain an uneasy status quo. ‘.

With highly motivated. students conscious of impending examinations and
the rewards that accrue from successful school achievement, teacher domination
of classroom events becomes not only probable but mecessary, since the teacher
is the expert and dispenser of information. In these circumstances, the teacher
may be highly directive and have absolute control but not be considered strict or
overbearing whiie the class norm is so highly achievement oriented. Hence, most
Fifth Yeat students did not have a strong feeling about the strictness or leniency

. of teachers. Forty-five.per cent held a neutral view. .

For many low achieving students, however, whose life goals are not dependent
on successful school achievement, a strict or repressive school climate is intolerable.

- ¥

T
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Figure 6.1 and Table 6.3 underline this point.

ADVANCED BASIC
N=491

MUCH TOO

STRICT 6% 21%
ToO .

STRICT 147, 15%
. ABOUT

RIGHT 40%
TOO P %

EASY GOING 14% i 9%
MUCH TOO %

EASY GOING 3% v 9%

FIGURE 6.1. PERCEPTIONS OF SCHOOL DISCIPLINE AMONG STUDENTS AT
ADVANCED OR BASIC LEVEL IN ALL FOUR CORE SUBIECTS. .

5

- Among'students from the lower school, 21 per cent of those working at Basic

level in all four core subjects believed that dlSClpllIle was much too strict, but only
“six per cent of students at Advanced levels in the four core subjects held similar

perceptions. The successful student was, on the whole, much happier with the
state of school discipline. It is noteworthy that within the Basic group of students
there was a greater divergence of opinion of school discipline. The greater conflict

" of viewpoint is probably explained by the existence of two factions of students,
_ one reacting against the norm violating behav:our of their fellow students, the

other, poorl; motivated, unsuccessful and feelmg highly restricted by the life that
the classroom offers.

Though the pattern of responses ﬂlustrated in Table 6.3, Successfu}, and
Unsuccessful Student Perceptions of Most Teachers in Their School, may céntain
bias owing to a higher proportion of Basic level students not correctly completing

‘the item (the instructions for thls ‘particular itemn were somewhat sophisticated) -

-
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TABLE 6.3

SUCCESSFUL AND UNSUCCESSFUL STUDENT PERCEPTIONS OF MOST
" TEACHERS IN THEIR SCHOOL

‘ VYery Neither Very

strict Strict or Lenient  lenient Other Total

' uncertain
V - % % % % % % %
Advanced inall four :
core subjects
(N = 491) 7 35 36 15 2 s 100
Basicin allfour‘corc :
subject (N = 216) 33 12 13 2 5 35 100

nevertheless, of those correctly responding, more than half felt that most of
their teachers were very strict, a proportion considerably in excess of the Advanced
group of student responses. ,

Tlle creative student

Throughout this Report, reference is made to the involvement of low
achieving, low ability students in disciplinary disputes. This type of student,
however, is not exclusively the protagonist in clashes with teachers. Friedenberg
(1963) suggests that highly creative students, as distinct from those with high
1.Q.’s, are also prone to disrupt the social environment of the school and antagonize
their teachers. Commenting on a comprehensive study by Getzels and Jackson
(1962), he notes how the hostility and aggression of the highly creative student
, pervades the data.: Friedenberg writes:

We do_not, of course, know how this spxral of rec1procal hostility
starts, whether the youngsters become hostile and sarcastic because they
are pumshed for their originality, éven though they first express it openly,
innocently, and warmly, or whether a youngster will only think and feel

‘divergently if he starts. with a certain detachment from and distrust of
conventional, established attitudes and procedures.

Evidence is shown elsewhere in this Report that larger proportions of the
students frequently punished by school authorities complain of the monotony of
teaching methods, dependence on textbooks and failure on the part of the school
to provide opportunities to be inventive. Under these conditions, for many
students the day-to-day existence in a classroom is a stifling experience. The"

danger exxsts that any divergence of behaviour will .be negatlvely sanctloned by
the school.
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LIKING SCHOOL

Comparison with primary

The public hears very little about students who are satisfied with the way
their schools are run, yet these students are in the majority. Overall, only 11 per
cent of students felt that their schoolwork was boring, 18 per cent of ‘students
expressed a strong dislike of school and 30 per cent of students disagreed that
they really enjoyed their work at school. Yet it is primarily on this group of
students that the Committee has focused much of its attention and on whom much
of the world-wide reform in education is centred. “

It would seem that most students begin their high school “careers full of
optimism and enthusiasm. Table 6.4, Student Perceptions of Primary Versus
Secondary School Achievement By Year Level, shows more than half of First
Year students responding that, relative to their primary school experience, they
are doing better. Only 11 per cent of First Years believe that they are doing

worss than in primary school. :

TABLE 6.4

STUDENT PERCEPTIONS OF PRIMARY VERSUS SECONDARY SCHOOL
ACHIEVEMENT BY YEAR LEVEL .

o Year level
Present achievement “Year 1 Year 2  Year 3 Year 4  Year 5
" N = 1,407 « 1,392 1,298 593 372
% Y% %o VA %o
Better now than before . ... 56 57 54 40 37
Worse now thar before ... 1 14 18 29 34

About the same ... 30 27 26 29 27

Somewhat surprisingly, the percentages of students who claim to be doing
better in secondary school are similar in all three lower school year levels, yet
it has been established that, in Second Year,-most students and teachers encounter
discipline problems. By Fifth Year, one-third of the students recognized that their
achievement status had deteriorated, yet it is the Fifth Year group that is the most
selected and motivatég, in the school. The explanations of this trend"are probably
severalfold. First, the greater maturity of these students would enable them to
calculate more ‘realistically the probability of their successful completion of
secondary education—measured by public examinations. The criterion of success

- is externally rather than self imposed. Future success in .an external examination
" is less likely to be the criterion used by lower school students. Secondly, the

upper schoo! students are further removed in time from their primary school
experiences and their recall of events may be operat'ng selectively. For the

T -
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primary school students, life in a high school is an experience to be anticipated.
Various freedoms and responsibilities are associated with learning in the high
school environment-—new subjccts new teaching methods, and mixing with older

. students. A third possibility is, of course, that the accumulation of less pleasant
experiences in high school, by Fifth Year, tips the balance in favour of the primary
school years.

In response toa request for students to nommate reasons why they were more
or-less happy in secondary school, the more satisfied students generally ascribed
their attitude to factors such as maturity, improved academic performance, and a
realization that secondary education was leading them towards some form. of
employment Typical of comments from students with more favourable
impressions of high school were ‘

“I am getting better marks and have more friends.”

“] have a more mature attitude towards study now that T know
what I want to be.”

“I know it is more mlportant for my school and the sort of job I
get to have high grades.”

“There is more to choose from in subjects and you realize that a
good job is important.”

“The work is explained more in full and my understanding is better
than it was in Grade 7.”

“I have gamed more interest m myself and now mix with a group
who like working.” '

Students who were relatively less satisfied with thelr secondary school
experience identified a number of factors contributing towards their dissatisfaction.
The comments below are representative as far as possible.

S “Lower marks in exams. More outside interests (girls).”
K ‘ “People make me clown around too much.” :
“I haven’t been stadying hard enough.” - -
“I am not applying myself to the harder work.” ' s
“In pr'mary school there wasn’t as many kids and I could get on
better with everyone.”
“Teachers seem to spend more time in helping their students at
primary school. This is not so at high school.” :
“In a country town (where I was in Grade 7) there are not so many
kids to compete at your level.- Here there are.’

The less satisfied students attribute a varied number of factors as thc cause
of their feelings about high school. For the satisfied students the explanation
tended to be simple—if they felt they were more successful, then they were more
satisfied.

Attitudes towards school v
© While upper school students may be more enchanted with their primaty school
days, their overall attitude towards school is similar to that of their lower school
’ countcrparts The responses of students from all year levels to the statement, “I
really cn]oy my work at school”, are shown in Table 6.5.

fRIC kv
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TABLE 6.5

STUDENTS' FEELINGS OF ENJOYMENT OF SCHOOLWORK—BY YEAR LEVEL

Statement: : Year 1 Year 2 Year3 Year4 Year 5 .
1 really enjoy my work at school N= 1,407 1,392 1,298 593 372
% % % % %

Response— .

Strongly agree .... 14 8 6 6 5
Agree .. . 39 35 32 34 35
Uncerfain T 22 23 23 22
Disagree 14 21 26 29 28
5 6

° Strongly disagree 6 9 9

A slightly larger proportion of First Year students rcsponded in the affirmative
to a statement regarding their enjoyment pof work at high school. Conceivably,
this trend may not be apparent midway or towards the end of the school year.
The “newness” of high school may well be acting as a halo over the First Year
students’ impressions of high school.

JIn their replies to the stitement, “I definitely dislike school”, the Second
and Third Year students provide a response consistent with evidence presented
earlier in the Report. Fifty-six per cent of Second Year students compared with
70 per cent of Fifth Year students were prepared to disagtee with this statement.
Table 6.6 provides a breakdown of the student replies.

" TABLE 6.6

. EXTENT OF STUDENT DISLIKE QF SCHOOL—BY YEAR LEVEL

Statement: Year 1 Year2 Year3 Year4 Year s

“I definitely dislike school” N= 1407 1,392 1298 593 72

% % % % %

Strongly agree. 7 9 9 3 5
Agree e e e e 9 11 12 0o "8 a
Uncertain ... .. cot e o 15 18 16 16 14 '
Disagree .. .. e e e 4 37 43 46 45
Strongly disagree ... 24 19 15 23 25
Improving school >

Few students have rcvolutlonary attitudes towards the way schools should
be run. Most students arc prepared to accept the school as a worth-while
institution in the community, even if some of them are not happy with certain
aspects of their attendance at the institution. As Tenenbaum (1944) noted, the

LY
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school is primarily a receiver of attitedes, not a creator ¢f them. He writes: “The -
child comes to school with preconceived notions of how to regard school and tries
to get, and thinks he gets, from school what the community expects the school
to give.” This observation would seem to explain why.students, when provided
when an opportunity to record how they would improve school, seemed to concern
themselves with matters only vaguely related to the proper educational function
of the school. Most students did not consider changes to school organization or
curricula. Complaints with matters pertaining to authority and control dominated,
though the preceding questionnaire items concerning discipline may to some extent
have preconditioned and determined this type of response.

A representative sample of student suggestions for the improvement of school
is detailed below. '

Third Year gitl—I would make school so that it was not compulsory.
And when coming to school you could choose your, own subjects.

. And at what level.

Second Year boy—I would make’ all the lessons more interesting, and
give more holidays. I would also put a ban on homework.

L . Third Year girl—I would change some of the silly rules like you can’t
carry your bag over your shoulder and you can’t smoke and other
things, too.

Third Year girl—Change the old teachers and teachers who have little
control over students. Have more activities in the school during -

3 recess and lunch time, e.g., dancing, récords and general mixing.

Third Year boy—1I dislike the Achievement Certificate because you
have to be at your best all the time. Whereas the Junior you only
have to study at one time.

Second Year boy—I would not make unerforms conpulsory because you

" come to school to learn not to ware the same cloths. .

_ . Third Year girl—I would see that their is more discipline and tha: every

' : studept wear a uniform if possible.

First Year girl—First I would get new and better teachers get good

" equipment for sports have nice green lawn new desks and when a

desk got"written on sandpaper them and re-varnish have a good
piano and musical intrements for the music room.

Third Year girl—(I would do) for the.typing room I would have proper
typist chairs and then you would have eager time for learning typing.
Make teachers wear longer dressers so that you couldn’t see their
T pants when they bend down to a student at a desk (the younger
ones). ,
.Third Year boy—Make sure the teachers did not punish students by
making fun of the .student in front of the class. o
: Fourth Year girl—I think we (the 4th and 5th years) get a fair deal _
S e e (G HATITIENT; Ete) ~Yat-the st to~3rd-years whoareat-school—————
for a compulsory period get almost nil as far as that goes. This
makes their attitudes to school worsten—surely!

119
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Fifth Year girl-—Rid the system of the neccssrty of studying and learning
just to pass am exam. Introduce subjects, and activities with them,
which would a quip a student in everyday hvmg when he leaves
sehool.

Fourth Year girl—Students would have more say in school matters and
more freedom around the school. Subjects would be made more,
interesting and there would be less accent on assrgnments ‘done at™
home. - :

- Third Year girl—I would let. the students have more say in orgamzmg
and controlling the school sach as a school Council, where the
students have more, say i m matter and is not always pressured by a
teacher.

Fourth Year gxrl——-Teachcrs They should be ready to help you with
any problems you have. They should try to make lessons interest-
ing instead of an “I'm giving you this lesson because I'm paid for
it and I suppose I should earn my wage” attitude.

Among the thousands of recommendations made by students for improving
school were many countervailing arguments and ideas. Lower school students
were typically more concerned with the more supeficial aspects of their educaiion,™
such as school uniforms, and did not seem either interested or able to suggest
changes that would radically alter school organization or the content or scope of
coursgs of study available to them." Many of the suggestions made by upper school
students tended to be equally facile, though in fairness to thesc:students the time.
limits that were imposed may have limited the scope of thieir answers. A consensus
of upper school student written opinion .favoured the provisron of greater oppor-
tunity for students to make decisions about what they do in school. Yet most of

" these matters over which students wanted autonomy, either complete or shared with
teachers, were very minor réfinements of the existing school situation. They were,
in essence, irritations such as the compulsory wearing of school uniforms, rather
than constructive proposals regarding means of improving teacher-pupil relation-
ships, modifying curricula or restructuring: classroom organization.

Alienation from school T .

A number of teachers commented on a prevailing apathy towards school-based
activities among a large segment of the high school student population. Many
students appear to be opting out of the struggle for-high achievement marks. The

~threat of a poor academic report seems easily dismissed, thereby 1mposmg a strain N
on the tcachcr, for what rewards can be substituted for the carrot of school success?
What is more, little attcmpt is made to disguise this feclmg from the teacher.

This detachment in school may be a.symptom of the larger picture of
psychological discontent rather than a specific malfunction of school operation.

It is not always possible to determine the full complexion of this alienation.
Seeman (1959) has proposed that the syndrorgr:jfm;]i?nation may be composed

of specific factors—inability to control or bring about desired outcomes; inability .
to understand the events in. which he is engaged; the assrgnmcnt of low reward
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value to goals which are usually-highly valued in a given society; the inability to
find self-rewarding activities that interest him; a belief that the norms of society

P! have little to do with governing the individual's behaviour. Thus, whether
estranged from society as a whole or particularly from the social system of the
school, the alienated ‘adolescent is engulfed with feelings of mistrust, misfortune
and rejection. o : -

Analysis of questionnaire results and comment revealed that student dis-
satisfaction with schoo] may run deeper than a superficial dislike of certain school
requirements and activities. For example, of the 5,062 students surveyed, 11 per
cent found school boring and 41 per cent “neither interesting nor disinteresting”.
Forty-five per cent of students expressed agreement with the statement that “what-
ever happens in this school happens no matter what I do. It is like the weather,
there is nothing I can do about it”. Twenty-one per cent of students responded
that they agreed with the statement “nobody listens to.the suggesions I make or
the things I say at school”. - Twenty-three per cent of students disagreed with~—__
the statement, ‘‘The subjects in this school are extremely valuable to me”. _

While school attendance remains compulsory, the possibility is increased that
some students will regard their stay as a waste of time. Even if a Student were
. anxious to become.a fully- participating member of society, there would be no ¢
. guarantee that he would regard’the school, with its imposed discipline and formal i
teaching procedures, as instrumental in aftaining that goal. L
Besag (1966) proposes several courses of action that the school might plrsue
. to ameliorate the effects of alienation. These includé special attention given to .
students in order to impress upon them the value of education to their own lives
and the school’s desire to aid them, and to increase their future-orientation. These .
" measures can be best effected wih small-group instruction or even on an individual
student counselling basis where the teacher may provide an identifiable image of
success. Jackson (1965) believes that a greater clarification of scholastic goals
would help reduce some of the uncertainty that is likely to contribute to the
development of student indifference. However, many disturbances in the class-
room are due to a failure to meet studént role expectations rather than from failure
to meet academic standards. Keounin:and Gump (1958), from an observational
study of kindergarten children, found .that when teachers made their expectations
. clear, defined rules precisely, and .suggested positive actions the misbehaving child
might take, the incidence of unruly behaviour diminished. -

a -

NATURE OF THE PROBLEM

Questionnaire responses . ,
In order to gauge the:nature of discipline problems that confront the majority
— -« - -~ - —of-teachers, 28 representative behaviqur problems were presented to teachers with
instructions to rate each behaviour aleording to its frequency of occurrence,
seriousness, .troublesomeness and pattern of occurrence. Table 6.7, Ranking of

-
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" Teachers’ Perceptions of School Behaviour Prob.'ems, provides in summary form_ -

the outcome of this facet of the survey. To arrive at the rankings, the mean
intensity of rating for each behaviour was calculated apnd then converted to a
ranking. The lower rankings (closer to zero) are indicative of those behaviours
which occur most frequently and scnously, are most troublesome to deal with and -
are of increasing incidence.

2

In addition to rating the behaviours, teachers were asked to spcc:fy the sex .
of the predomi ant offender.  The sex of the studcnt is indicated adjacent to each -
behaviour ing in Table 6.7. : . -

. TABLE 6.7 -
RANKING OF TEACHERS’ PERCEPTIONS OF SCHOOL BEHAVIOUR
. PROBLEMS (N = 2,268)
¢
: , . Most  Most  o% Increasing Sex of
. ) B frequent  serious * some incidence student
. ) o
. . - _— R
1. Missing a particular classroom lesson 26 ©19 2 ‘ 18 M ,
2. Making smart comments aloud, asking
silly questions, making silly remarks 9 20 11 s2. M
3. Un‘uthou 1 boﬂbWiﬁgOf mother - e e ey .‘:.«;,/,,,,,,--gu.‘,‘.,v,....‘.
% student’s equipment, materials, etc. 12 24 (2% 19 M
4 Complying with authority slowly (e.g. -

moving fromsa prohibited area only : :

aftar continual requests from the <

teaches) w1 . 10 3 * 3 M

5. Half-hearted response to teacher o c

questioning, lack of enthusiasm ..., 6 25 - 14 16 E
-6. Consistent _failu;'e to coélc‘ properly . ‘ : .

equipped for lessons ) S 13 1 4 M

7. Use of an obscenity that can easily be -
, overheard by a teacher ... .. 24 -5 17 13 M
8. Damaging school property (e g. carv-

ing on a desk) w 21 8 8 M
9 Tardiness in responding to calls for ¢

silence or order ... 8 2 10 7 E -

* M = Male. F = Female. E = Either male or female.
A
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. Most Most trﬁflte-' Increasing  Sex of
frequent’ ~ serious some. | incidence  student

10. Making “‘smart” comments about a a

. teacher that may be overheard by
the teacher as he/she walks down
corridors or some part of the school - | ot
building .. ‘. e .. 20 .21 22 14 M T
11. Non-compliancé with school rules.
(Inadequate standards of dress, .
smoking, treSpassing in prohlbxtcd .
arca, etc) .. w22 15, 2 1 M

12, Completmg classroom work of & qual-

. ‘ity considerably ‘less than the stu- ]

- dent’s eupablhty .. 3 ‘14 5 9 M

13, Telling deliberate fies ... 2 6 12 B M

14. Cheating 19 9 . 2 27. E

15, I?sing offensive language when direct- . | - . oo ,

ped to dq“somcthing by a teacher ... 7 27 2 13- 17 E

16. Creating a disturbance in class (laugh- ¢

ing, glgglmg, whlspenng, talkmg, v
-ete) . il e e 4 - 17 ‘ 6 6  » F
17, Giving “smart” or disrespectful..ans4 I C :
wers fo a teacher s question 18 /ff 16 . 12 M 3
. <
18. Bmsterousness when engaging in any R
physical activity (pushmg others, : ‘ : -
scuffling, etc.) - 10 22 24 Fv20 M
19. Refusal fo éomply with a teacher’s
direction despite wammgs of pun- e
ishment . ... 17 3 4 . 10 M
: . +
20. Insixfuated or direct threats of violence v '
towards the teac!ler ; 28 4 21 -~ 28 M
21, di)scene writing, obscene drawing,
, obsceng note passing, etc. ... 25 L 20 22 M

22. ‘Making frequent petty criticisins or d T

complaints that are unjust v 16 27 . .28 2t . M
23, Sullenness . .. e v .. M4 28 25 25 F
Q s
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7

p Most 'MPst ¢ Ebu;le- I_nc::easing _ Sexof
o frequent  serious some incidence  student
24. Premeditated nog-compiiance with _ - ,
class or school rules . 23 7 9 15 . M
. 25. Withdrawal from classroom activities -
and unresponsiveness to invitations N .
to participate 13 26 18 26 F
26. Bullying or feuding among students.... 15 16 15 24 M
27, Ridiculing established school activities 11 .23 - 19 11 M
28. Coming late for lessons and other o
school appointments 5 18 -7 5 E

. The most freqitently occurring problems ' E ‘

The most frequently occurring disciplinary problems nominated by teachers,
consistent failure to come properly equipped for lessons, non-compliance with
~school rules (inadequate standards of dress, smoking, etc), completing classroom
work of a ‘quality considerably less than the student’s capability, creating a dis-
turbance in class (laughing, giggling, whispering, talking, étc.), and coming late for
lessons are noi sympiomatic of the “blackboard jungie” syndrome, but. rather-are
typicai of problems that have irritated teachers over centuries of formal education.
These behavicurs are, however, not only occurring frequently, but are also consid-

"+ ered to be increasing in their incidence relative to the other disciplinary problems.

Several factors may explain the weighting given by teachers to these particular
behaviours. - Coming late and failure to come equipped for lessons are likely to be

a product ‘of both school size and cross setting. The implementation of the
Achievement Certificate has generally meant a greater movement of students within
schools owing to the instability of class groupings. Tn large schools the problems
of students arriving late and ill-equipped are heightened by the fact that students
may have to travel further to lockers and cover greater distances in moving to
different classrooms: : -

This explanation is supported by evidence contained in Table 6.8.

It is evident that larger proportions of teachers in large high schools believe
thatstudents gome late and ill-equipped for lessons.

Noli-compliance with rules

More than a fifth of secondary school teachers believe that non-compliance
with school rules is one of the most frequently occurring forms of student mis-
‘ behaviour and is also a form that is increasing in-incidence. It should be noted,
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however, that the infractions against school rules to which teachers are referring -

_ are not considered to be of an especially serious nature, for this form of mis-

behaviour is ranked only fifteenth (Table 6.7) among the 28 behaviours in terms

"

of its seriousness. o

e TABLE 6. 8 T .
PERCENTAGE OF TEACHERS IN VARIOUS CATEGORIES RESPONDING
THAT PARTICULAR BEHAVIOURS OCCURRED VERY FREQUENTLY

! . School Year Sex of Tcacpmg Discipline
size level teacher experience  a problem

“

400- 1,400 2nd Sth Maje Fe- 1 10 Very Not

Category of teachers

600 : male year years much atall
Number of teachers 200 447 318 185 1,200 997 239, 585 199 . 790
o o or o o or ar o o ar
0 0 0 :0 70 10 0 i 0 0
Type of behnour R n : '
1. Missing n plmcu!sr classroom lessol 1 1 2.0 1 2 2 2 6 1
2 aloud. nskml snlly
quatiom. mlkll‘ll silly remarks .. 4 s s 0 s 3 14 3 26 1
- 3. Unauthorised borrowing ... . 7 8 9 s 8 9 12 6 23 4
4. Complying with authority ﬂowln v, e 3 13 3 8 1o 1 12 9 29 5
5. Half-hearted response to, teacher qucauomnl, - s
lack of enthusiasm ~ . 7 6 S S 7 S 10 6 17 9
6. Consistent failure to conve propcrly equipped 16 24 20 8 18 22 27 16 41 10
7. Use of an obscenity M B 1 1 2 2 2 2 5 1 8 1
8. Damaging school propeny 1 5 3 2 4 3 3 4 11 3
9. Tardiness in responding to cnlls for snlcncc or
order 7 8§ 11 2 8 9 22 5 30 1
10. Mukml “smart” comments 3 2 s 1 4 2 7 3 13 2
11. Non-compliance with school rules 14 26 22 21 21 20 16 23 36 15
12. Completing classroom work of a quality con- , .
siderably less than the student's capability ... S 10 9 3 9 7 11 6 26, 3
13. Telling deliberate lies pye e e 1 3 3 4 4 2+ § 3.9 2>
14. Cheating .. 4 1 2 1 0 2 1 1 2 7 0
15. Using oﬂ’enswe hn.uue “when du-cctcd to do -
something by a teacher .. 0 1 1 1 1 2 4 1. 6 1
16. Creating a disturbance in class ... 8 v1 12 3- 9 2 25 5 33 2
17. Giving “smart” or dnsrapectful answers to a
15 B mhersquemg: hysicai 0 3 4 1 2 3 7 | S ] 1
. when ing in any physica .
activity ... ' » 2 -8 8 - 3 6 7 9 6 18, 3
-19. Refusal to comply wnh a. tcachcrs dlrccnon .
. despite warning ", 3 3 5 2 4 4 9 4 18 1
20. Tnsinuated or ditect threats of violcnce townrds ~ .
the teacher 1 1 0 0 1 0 1 1 2 1
1. Obscene writing, drawing, notes .. 0 2 2 2 2. 2 2 3 6 1
2. Making frequem petty criticisma ] 4 4 2 4 4 7 .2 13 1
23. Sullenness .. 2 3 4 1 3 3 7 2 11 1
24. Premedmud non-comphancc Wwith class or ’ ’
- school 1 4 3 3 4 2 3 4 12 2
2s. Wlthdnwal from ciassroom activities and un- : .
. responsiveness to invitations to participate ... 2 2 2 1 3 3 6 3 12 I"
26. Bullyine or feuding among students e 3 2 3 3 3 3 4 3 8 2%
27. Ridiculing school activities ° 3 10 3 8 7 5 3 6 17 4
28. Coming late for Iessons and othcr school ap- )
pointments - 6 11 12 ] 11 11 15+ 7 30 4

o —

In accounting for the mcldence of this form of misbehaviour, several explana-
tiors come to mind—there may be too many school rules; the school rules may
have become obsolete because of changes in commumty mores; the school rules
may not be properly known; students may now be more questlomng of mstxtutxon-

Loct‘recogmze&ﬂirercenturres ago t‘hat the i lmposmon of a large number of
rules could become self-defeating:

. I 24
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Let therefore your Rules to your sen be as few as possible, and
rather fewer than more than seem absolutely necessary. For if you
burden him with many Rules, one of these two things must necessarily
follow; that either he must be very often punished, which will be of ill
Consequence, by making Punishment too frequent and familiar; or else
- you must let the Transgressions of some of your Rules go unpunished,
whereby they will of course grow contemptible, and your Authority
become cheap to him. L ot A
* This dilemma must frequently confront principalé—should otie try to enforce
rules that have limited acceptance among teachers, students and community?
Authority in schools should not be used arbitrarily. - ., ‘
The school rule relating to uniforms is a case in point. Sixteen per cent of
principals do not insist on lower school students wearing the school uniform, and
28 per cent. of principals do not enforce the wearing of school uniforms among .
upper school students.” Sixty per cent of students reported tHa#they should be able

to decide themselves whether or not they wear-a school uniform. Twenty-eight per

~-_cent of parents résponded that uniforms should not be made compulsory for lower

school-students, and 44 per cent of parents responded that upper school students
"should not bé' compelled to wear . uniforms. These statistics .demonstrate the
ambivalence of opinion that exists among teachers, students, administrators and
parents regarding this contentious- issue. The question of smoking is almost as
vexatious. The, enforcement of rules with such limjted acceptance must only
‘exacerbate the disciplinary process in schools. A fuller discussion of school rules

_is to be found in Chapter 5, Education Regulations Relating to Discipline.

Student apathy ‘ o : : -

The next categories of behaviours reported by teachers to be most frequently
occurring relate to student apathy and lack of interest in classroom activities—
behaviours 12 (completing classroom work of a quality considerably less than
the student’s capability), 5 (half-hearted response to teacher questioning, lack of
enthusiasm) and 25 (withdrawal from classroom aciivities and unresponsiveness

- to invitations to”participate). These relatively frequently occurring behaviours,

though not considered especially serious by teachers, may-be symptomatic of the
real malaise that many observers feel has infected school systems within the past

. decade. There are groups of students who are intellectually and emotionally

dciadinig themselves from school-affairs. The school social system is not able to
reward those students whose behaviour is inconsistent with its professed aims. > The
?student alienated from the adult society may seek reward through the status system
of a disaffected adolescexit sub-culture operating both within and outside the school.
The alienated student, who has Jittle feeling of belonging to the school, an inability
to foresee the usefulness: of his.schooling and a feeling of futility regarding what
school offers may well graduate into adult society with these well-entrenched
attitudes. Providing he acquiesces, even if grudgingly, the school system may .
count him one of its moderate successes. 'To believe that the student has ration-
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 what has been tradltlbnal teacher authority. The evidence suggests that students -
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ally adopfed this position of detachment is to make a gross misinterpretaiion of
the situation. Unfortunately, some teachers and many members of the public

take this stance. Consistent and intense withdrawal should be considered a

symptom of maladjustment with potentlally the most serious overtones. In this

context, thc ranking of the behaviour, “withdratval from classroom activities and .

unrmponswen&ss to, invitations to participate”,-as 26th in order of seriousness is
viewed W1th some concern by the Committee.

Questionmg anlhority
Behaviours . 16, 4, and 9 (creatmg’ a disturbance in class; complying with

‘ﬁuthonty slowly, tardiness in responding to calls for silence or order) are relatively

frcquznt occurring and troublesome to deal with, and.are increasing in incidence
for many teachers>. In a sense, these behaviours represent a potential erosion of

are becoming more copscxous of the limits of a teacher’s authority ‘and more
ready to question directions. Teachers who may have relied on automatic and
unthinking compliance; with ah instruction find that Justlﬁcatlons and explanations

are first required. In thq event of a clash of wills, the teacher will u.,ually prevail,

but not before the stpdent has made at least a token resistance.

It is not the xﬂore schus challenges of teacher authority such as threats of
violence, using offensive langhage and the like, which characterize current school
discipiine problems.y, These sorts of behaviour, while unpleasant to experience, are
relatively easily dealt with by teachers, 'since, by virtue of their seriousness, they
become the collective responsibility of the school administration, and the negative
sanctiois that the school administration may apply are explicit and W1de1y accepted
-by the school and wider community. The behavxour, “msmuated or direct threats
of violence towards the teacher”, was considered by teachers to be least frequently
occurring, and least increasing in incidence (among the 28 behaviours listed).

£

_ LOCATION- OF THE PROBLEM

 Teacher percegtions

In the respomses given in questionnaires, teachers, administrators and
students were virtually unanimous in stating that the majority of discipline problenis

in schools occur in the lower school (i.e. First, Second, and Third Years) and in
"particular at the Second Year level. Compared with the lower school, -the
incidence of discipline problems occurring in the upper school (Fourth and Fifth

Year) is almost negligible. Table 6.9 indicates teachers’ opinions rcgardmg the
year level in which students are most disruptive. - : _ -

IZCII—(S)
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. TABLE 6.9 ‘ .

TEACHER DESIGNATION BY YEAR LEVEL OF
MOST. DISRUPTIVE STUDENTS -

Year level = ' Teacher responses
. ot %
~ First Year 6
2 ' . ” Second Year .. ... .. 57 .
Third Year * ... - w . 32
Fourth Year = ... . ... S e 2

Fifth Year 1
k ' -

: Tﬁe figures in this table indicate that of the 2062 teachers who completed

{ the Teacher Questionnaire, only one per cent nominated Fifth Year students as
provxdmg the major source of discipline problems in schools. Similar opinion
is given with regard to the Fourth and First. Year levels, with one and six per cent
of responses mpectlvcly It is clear that most teachers consider that the Second,
and to a lesser extent the Third Years, are the source of the “most disruptive”
students. In view of the coverage given by the mass media to student activism .
and the widely expresséd opinion that this militancy was filtering down through
the tertiary institutions into- secondary schools, this finding is useful in delincating
the real disciplinary problem. It is not a movement of a militant political nature
challenging the established function of schooling. ~While students may be more

~ critical of the way they arc being educated, the most difficult problems involve

* students relatively inarticulate of their proper role in society.

)

Administrator perceptions

The view of teachers that the prelionderance of discipline probléms occur at
: the Second Year level is supported by responses given in the Administrator
- Questionnaire.

$

. Figure 6.2 sets out rcsponéc.s by school administrators to the question, “In
- ‘ ”  what year level do you find students most disruptive and difficult to deal with?”-

The responses to this question clearly indicate that administrators perceive
the incidence of students who are “disruptive and difficult to deal with” to be
greatest at the Second Year level, especlally with female students. Most of those
respondents who did not specifically nominate Second Year as the main- problem
snll chose lower school rather than ‘upper school. -

a4
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N

1 Year | <73

. /////////////// M

2 Year » 41%
3"‘Year
4" Year -

5" Year

~Méunly
Upper School

Mainly.
Lower School

N=54

-

FIGURE 62. RESPONSE BY SCHOOL ADMINISTRATORS TO THE QUESTION,
“IN WHAT YEAR LEVEL DO YOU FIND STUDENTS MOST DISRUPTIVE AND
DJHCULT TO DEAL WI'I'H?"

~

Ed

~

Student perceptions - ’ '

Table 6.9 and Figure 6.2, wlnch rcport teacher and admmxstrator percep-
tions regarding the location of discipline problems, established the Second  Year
level as that in which most cases of extreme indiscipline occur. Evidence from
the responses in the Student Questionnaire provxdcs further confirmation of this
finding.

Figure 6.3 shows student rcsponses by‘ year level to thc questxon, “Arc your
lessons interrupted by students playing up?”

The responses in this figuré demonstrate that the climate of lower school,
classrooms is substantially less work oriented than that of upper. school class- .

' rooms. Even though the descriptor “often” is open to a variety of mterpretatmns,

the large proportions of lower school students opting for this alternative to describe
interruptions to lessons is of concern. In view of this evidence, it is not surprising
that nearly one-third of the students expresscd dissatisfaction with the state of
discipline in their school.

Male versus lemal&ol;ndérs ) T
In general, administrators, unlike teachers, are more .inclined to view girls
producing disruptive behaviour difficult to deal with. This difference between

-
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YEAR 1

ey’

YEAR 2

1303

" YEAR 3.

Taes

YEAR 4

03

N YEAR 5

373

. FIGURE 6.3. RﬁSPONSES OF STUDENTS BY YEAR LEVE!. TO QUESTION, “ARE
: YOUR'LESSONS INTERRUPTED BY STUDENTS PLAYING UP?” :

| : administrators and teachers can be understood in terms of their differing roles.
| It is the expectation of most students who afe referred to the school administration
| as a result of some classroom misbehaviour that they will be punished. For male
offenders, corporal punishment is used as a means of satisfying all parties that
justice has been done.. For female offenders over the age of twelve, corporal
punisbment is forbidden in schools. Deviant-girls, therefore, may behave without
the threat of corporal punishment as an extrinsic control. Thus for deputy prin-
| cipals there exists corporal punishment, an attractively simple means of dealing
| with indiscipline, a course of action not available for principal mistresses. Com-
i ‘ment was made by principals and principal mistresses on this discrepancy.in
| methods of punishment whcn outlining ‘the dilemma of dealmg with deviant
‘ adolescent gisls.

“ -

'EXTENT OF THE PROBLEM

Measuring the extent of indiscipline :

The frequency with which school rules are broken and norms transgressed,
while useful in gaining some understanding of indiscipline in schools, is not neces-
sarily a satisfactory index of school discipline problems. An important dimension
of discipline that is overlooked by merely cohnsidering incidence of behavxour is
whether the school system is able, or considers it desirable, to react to contra-
ventions of school rules. Some teachers, for example, because of the congmence

TERIC . 18pr v
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AN
between their own soclo-cultural backgrounds and those of their studcnts, may
construe a particular violation of a school rule as trivial or normal and not as a
threat to their own role as supervisor of learning. Other teachers, in a- similar
situation, may react quite differently and invoke the use of some form of negative
sanction. A breakdown in school- discipline will occur when sanctions invoked
by a teacher fail to suppress the behaviour to the satisfaction of others disrupted
from the leamning process or of those responslble for maintaining the lcammg
functions of the-school.

‘Implieatiou formeml

In terms of documcntmg the natmc and extent of disciplinary problems An

Western Australian high'schools the implications of the above are twofold:
(1) A measure of the frequency of contraventions of school rules may

~ only reflect the vigilance with which rules are enforced.
(2) The aggregate of the number of perceptions of different teachers,
' - .or students, is not always a satisfactory index of the extent of
" problems of indiscipline, since individual teachers inevitably adopt
different criteria when determining the charactcr of dlscxphnary
incidents.

The interpretation of statistics in the followmg analyses should be tempered
by these considerations.

+

. Teachers® opimions

Teachers’ views of the extent of dlsclphnc problcms in high schools were
largely determined from written comments attached to questionnaires, and from
responses to a single multiple-choice questionnaire item.

Item 14 of the Teacher Questionnaire asked, “Are disciplinary maftcrs a
source: of worry to you when ‘you teach?”. Table 6.10 details percentage
responses of the 2,062 teachers who responded to this 1tem ,

TABLE 6.10

TEACHER RESPONSES TO THE QUESTION “ARE DISCIPLINARY
MATTERS A SOURCE OF WORRY TO YOU WHEN YOU TEACH?”

N = 2,268
. ' Responses h %
Yes, very much so 8
Yes, a little e
Undecided 9

No.notatall ... e 34
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. The Substanuvc sngmﬁcancc of the percentage responses to each altcmatwc
in the Table cannot be easily evaluated. The results can only be interpreted
against a reasoned expection of what would be an “alarming” r&sponsc Statis-
tical tests of signficance will not answer this question.-

In view of the differences in background and competence that one would

t . éxpect to find among teachiers (as among any professional body), the variations in

background and school interest among students and the realization that disciplinary
problems have always been a feature of the school situation, the results probably
do not represent a cause for alarm regarding the incidence of disciplinary prob-
lems. Less than one-twelfth of Western Australian secondary school teachers
- indicate that thcy re encountering disciplinary problems which are causing them -
“much worry”. e characteristics of these teachers and the partlcular situations
in which these problcms occur are treated more fully elsewhere in this Report.

/,“\v

e

Differences améng schools
Analysis of Question 14 by school dees mdlcatc that the proportions of
teachers within schools experiencing dxscnplmary problcms vary w1dc1y Figure
6.4 presents two extreme sets of responses.

school A
60
“school B -
sof- 473
v ‘ : 40-6
, 40} _
‘so}
235
20}
ol 10-1 Sy ]
5-9
14
o _
| Yes very Yes a Undecided No not at
_much Ii"le all

&

FIGURE 6.4. TEACHER RESPONSES TO THE QUESTION, “ARE DISClPLINARY
MATTERS A SOURCE OF WORRY TO YOU WHEN YOU TEACH?”
SCHOOLS A AND B. b
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. It may be seen from this ﬁgux:c that there is a cons:dcrablc difference between
thc two schools with regard.to the attitude of the staif towards school discipline
problems. Thus, although in Western Australia generally dmcxphnary problems
do not appear to be a serious source of worry to most teachers, it is evident that
in sclected schools there may be more cause for concern.

_Administrators’ opinions

. The perceptxons of high' school administrators .of the extent of indiscipline-
problems in secondary schools were canvassed separately. It is to be expected
that principals, deputy pfincipals and pnnclpal mxstrcsscs, because of their extra-
classroom duties, percéive school dnscnphncoﬁ'om /a’ position not available to teachers.
Administrators have the responsibility of enforcing school rules and of mediating
disputes between classroom- teachers and .students- where the discipline process
has broken down. In the Administrator Questionnaire, information was sought
on the frequency of serious disciplinary incidents in schools. The question
specifically asked was, “How often do disciplinary matters which you consider to
be of a serious nature occur in your school?”. Table 6.11 sets out the percentage
responses obtained for this question.

~

TABLE 6.11

ADMINISTRATOR RESPONSES TO THE QUESTION, “HOW OFTEN
DO DISCIPLINARY MATTERS WHICH YOU CONSIDER TO BE -
OF A SERIOUS NATURE -OCCUR IN YOUR SCHOOL.?"

N = 54
R&sponse : o o %
Very frequently ... . 0
. Often ' ... 13
Sometimes J 61
Seldom ... 26
Never ... .. "u e 0

A majority of school administrators expressed the view that disciplinary
matters of a serious nature did not occur frcquently in their schools. The data
in Table 6.11 supports evidence gained from the analy51s of the responses from
the Teacher Questionnaire which indicated that serious disciplinary situations are
not occurring with alarming frcquency in most Western Australian high schools.
This overall judgment must, however, be tempered with the realization that 13
per cent of administrators believe that these .occur “often” in their schools.

School administrators were also asked whether they considered serious dis-
ruptive disciplinary problems were increasing in their school. Table 6.12 sets out
percentage responses by administrators to this question. '

23135
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TABLE 6.12
ADMINISTRATOR RES.PONSES TO THE QUESTION, “DO YOU CGNSIﬁER

. THE INCIDENCE OF SERIOUS DISRUPTIVE DISCIPLINARY
: PROBLEMS IS INCREASING IN YOUR SCHOOL?T’

N N =54 .
S Response - %
- - / . Yes, the incidence is increasing < ... Wk 39
o ' ' The incidence is fairly stable ... .. ... 41 .
. ) No, the incidence is decreasing - e 11 o1
_ There are no serious disruptive disciplinary -
problems 7 \/

a

answer 4o this question. The responses on the part of 41 per cent of high school
administrators that the incidence of indiscipline is stable and of 11 per cent that
it is decreasing does not support the alarm expressed in many quarters regarding
the general breakdown of school discipline. This is not to say that the main-
tenance of acceptable levels of discipline is not an administrative problem. Rather,
_ this evidence, along with the written comments of school administrators, suggests
. that, while established patterns of teacher-student relationships are being subjected
to new and probably increasing pressures, the: majority of principals are satisfied

|

|

\

|

\

|

I ‘ , _ The Table indicates that there is wide divergence of opinion regarding iiic
} that they are able to cope with these situations.

A dual discipline problem 4.
Further, at the administrative level, examination of responses by each school
X .+ uncovers an apparent contradiction between the perceptions of teachers and their
‘ school administrators. Seven principals reported that discipline problems occurred
very frequently in their school, yet.in order of the degree “that teachers perceive -
Vdiscibline not to be a problem when they teach”, the seven schools were ranked
12th, 13th, 16th, 23rd, 36th, 41st and 44th of the 53 high schools which responded.
While it is possible that some school administrators are remote from the problems
of their staff, the more likely explanation is that teachers and administrators have %
used different criteria in evaluating the extent of indiscipline. ‘
- . Principals, deputy principals and principal mistresses, by virtue of their status
- position, are more concerned with overt contraventions of school rules or with
particular students, who, on account of persistent or serious violations of school
regulations or classroom norms, have been referred to them by teachers. The
channelling of these cases to the school authorities generally occurs because only
administrators have been vested with the legal authority to administer corporal
punishment and, in extreme cases, to arrange for the suspension of students from
school., Thus school administrators are more likely to interact with students who
have seriously or persistently disrupted tBe school situation rather than with the
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“avcragc” student gmlty of occasxonal and less serious infractions of classroom
norms.
. Evidence from the quesuo es would suggest that there is only a moderate
correlation between the location ;f extremely disruptive students in’ schools and -
- the existence of a large propo of teachers who find discipline a problém when
they teach. It may well be that the explanation lies in the existence of a dual

- discipline problem in schools—the first involves a small hard-core of students

who-are frequently referred to school principals and deputies, and the second is a
more general malaise. In many respects the former problem is easier to deal with
since the extreme contravention of school rules evokes a predictable response,
usually some form of pumshment, from school authorities. This action is likely
to have substantial backing from teachers and from a large body of students: For
example, it was most noticeable in the questionnaires that students responded with
considerable unanimity, even across year levels, when asked how behaviour such .
as vandalism should be dealt with. ‘There was general acceptance of the serious-
ness of the misdemeanour and agreement regarding the severity of the punishment

~ that should be administered. Table 6.13 sets out by year level the percentage

responses glvcn by students to the; qucstlon, “Which of the following punishments
should be given to a student who is guilty of vandalism (e.g. smashing school -
furniture)?”

[
R , - TABLE 6.13
RESPONSES TO QUESTION, “WHICH OF THE FOLLOWING

UNISHMENTS SHOULD BE GIVEN TO A STUDENT WHO IS GUILTY
OF VANDALISM (c.g. SMASHING SCHOOL FURNITURE)?”

Response Year I Year2 Year3 Year4 YearS

N = 1,407 1,392 1,298 - 593 372

T % % % % %

Do nothing .. T 2 2 2 1

Give atalkmg 10 v e T 9 9 9 9 11

Kept| in, or given extra work to do e 5 . L] L] .6 9
Candd (if a boy) or sevcrely told off (if a - ‘ .

gl . . . e 35 35 2, .2 19

Suspended ... 47 46 50 56

56

"

Though the distinction between hard-core deviance and general disciplinary

prgblems is p’ethaps artificial and somewhat arbitrary, there was further evidence

ong the written responses appended to Teacher and Admmxstrator Question-
naires to snpport it.
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Ta{le, 6.14 sets out percentage responses given by school administrators to
the question, “Sometimes a student stands out for his repeated misbehaviours and .
confrontations with school authorities. He is most troublesome. for all or nearly
all teachers who must deal with him. How many disruptive students of this type
are there in your school at the present time?” ' ’

7]

-

'
¢ . n

TABLE 6.14

RESPONSES TO QUESTION RELATING TO THE NUMBER
* OP; EXTREMELY DISRUPTIVE STUDENTS IN SCHOOL

- N = 54 .
Response , %
- ” 1

Thereis none. .. e aean e 3
‘35 e e e e e 28
6-10 . e e e e e 30
11-15 e e e e e B2
15 or more 18

Though this question is couched'in language likely to elicit a conservative
estimate of numbers. of extreme discipline cases in schools, the paucity of those
cases it supported by statistics describing students suspended from school in 1971..
Suspension from schools is a sanction invoked only in cases of extreme student

indiscipline. Table 6.15 sets out the numbers of suspensions from schools during

the year 1971. In some cases a single incident may have resulted in the suspension
of more than one student.

TABLE 6.15

NUMBER OF SUSPENSIONS FROM SCHOOLS DURING 1971

Number.of students 9% of high schools
. suspended recording suspensions .
‘0 , 45
1-2 ~ 26
3-5 . 22 :
6-10 3 - v
10 or more ' * 1

- The data in Table 6.15 indicate that in 45 per cent of Western Australian
high schools no student was suspended for-breaches of school discipline. In a

v

3¢ -




Nature an E:ctent of the Problem . = - 127

" further 48 per. ceﬁt between -one and five wsre' suspended Only 4 per cent of’

schools reported having had six or more-guspensions? It would seem from these
data that, at the administrative level, extreme student deviance has hardly reached
-a crisis- level throughout Western Australian high schools. Inspection of the
. statistics relating to suspensions over the period 1968 to 1971 substantiates this

finding. - There has flot bcen a dramatic increase in the incidence of hard-core
deviance. : .

s

<« .. TABLEG.6

NUMBER OF STUDENTS SUSPENDED 1968—‘1'97l‘ .

a

1971 w90 ¢ T, 1969 1968

s- - -Girls- - Boys - Girls —— Boys— - Gitls —Boys—— Girls--
* First Year .0 .5 6 2 4 2 2 2 3 3
,Sccor.d Year w11 10 . 15 14 14 . 4 10 1
vTthde e 8 5. 11 8 2 1 - 8 4
Fourih»Year ... 1 0, 2: 0- -5 (U 7 0
Fifth Year.... 1 -1 16 0 1 t 90 2 - 37
Others . ... . 16* 18* 2* 7 .. 11* ™ 11* s
Wl 14%* IRy .

Sub totals '.... .. 43 36 64 24 . 35 . 14 41 B § |

Total ... ' .. 79 g8 ®» O 2

. . o

* Year of schoohng not recorded. T s

** Fifth Year students suspended for one day as a rcsu]t of a smgle incident at one school.
-

P . P

.. 'The fact that Second Year students, and boyé more ;haﬁ girls, are the main
offenders, according to the number of suspensions as well as other criteria
described in this Report, could well'be the subject of further research.

| CONCLUSION
. ) . ' ) .
" Because maintaining control is such a fundamental and pervasive component
of the educative process, - attention is continually focused on discipline. Changing

~community attitudes ‘and standards will from time to time impinge on the social

systems of the school and alter the nature of hitherto traditional teacher-student

wd

relatlonshlps Where teachers resist the influchces of social change, they must

face mczc..smg presspres in mamtalmng adcquatc classroom coritrol.
! ‘ ‘ ) : -
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Most of the control pioblems faced by teachers in Western Australian high

schools are essentially similar to those faced by their predecessors in earliér
* decades; they have always had to cope witk <hurlish ‘student-behaviour... In the

limited environment of a classroom for long puriods of the day, numbers of adoles-
cents must be coerced into complying with school behavioural norms to ‘which
they only partially subscribe. Further, this. compulsion to follow adult dictates

. comes at a stage of development when students are becoming aware of their adult

roles, with their concormtant fteedoms and responsxbllmes, which they must soon

© assume. : v

There would, howwcr, appear to be a new dimension in high school student
control. Compounded with this age-old problem. of adolescence is the prevalent
tendency in our society to question the social order and authority. Slogans using
such terms as “freedom”, “right” and “democracy” have found their way- into .
popular student usage. The effect has been that now, in many classrooms, students

- are expecting explanations for teacher directions where in the past their counter-
_parts complied unhesitatingly. This erosion of traditional teacher authority means

that new thought must be given by educators to defining means of attaining satis-
factory teacher-student relationships. The Committee believes that this Will be
accomphshed in large measure by investing students wuh more l'espOllSlblHtV for

~ their behaviour in schools. - . "




. 'CHAPTER 7

PUNISHMENT

THE NATURE OF THE PUNISHMENT. e

Introductlon

The question of ptimshmg students is an emotive topic apt to polarize opinioh.
Advocates either grudgingly or vehemently support punishment.as-a-means of
maintaining order in the¢ school, but those who oppose punishment see it as an
unnecessary and sometimes injurious procedure for gaining overt classroom control
at the cost of repressing the development of responsxblhty in students. Often
discussions of punishment dre superficial and relate only to one aspect—the
administration of corporal punishment. In fact, the concept of punishment is
much broader and involves more than the dehbcrate apphcatmn of physical pain.

Flew (1954) defines “punishment” as contammg the following elements: (i) -
It must involve unpleasantness for the, receiver: (i) It must be for an offence.
(iii) It must be of an offender. (iv) It must be administered by human agency.

- (v).It must be administered by proper authority. Powell (1970) argues that
the concept of punishment needs this careful definition since “the infliction of
unpleasantness on others is a prima facie’evil and any form'of punishment stands-
in need of justlﬁcatlon” Hepce where punishment is to be justified as a necessary'
evil then it must be shown capable of deterring or reforming offenders. .

' While the Committee accepts this definition of punishment as properly
. conceived, the broader qucstlons of social control and unpleasantness associated
with teacher/student relationships, where the teacher is the instrument of the
unpleasantness and the student the object, are consxdered relevant in the discussion.
Ethical questions of should students be punished 2nd if so, by what means, will be
considered in‘the light of current classroom practices. Flew’s definition of punish-
ment is of value in determining whether forms of punishment currently sanctxoned
by regulations are in any way abused by teachers. . . . .

Authority and pumshment

Because formal education must take place mainly with groups of students
interacting with teachers in classrooms, order is necessary if effective learning is to
take place. Interruption and distraction must be minimized. Society has given
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teachers the role and the nght to. lead and control the learning situations in class-
rooms; the school is a place: where, society expects order to prevail. The teacher
must have authority and- the right- to be obeyed. He will be most gffective when
students voluntarily accept the exercise of a‘teacher’s authority and acknowledge
that they have a subordinate po\smon in the learning process. ‘Thus the teacher
has a positional status in which rights and responsibilities are determmed by the
social structure.

The roots of a teacher s authority in'a classroom may be found in tradition
and education regulations. As well, it is derived from the exercise of the teacher’s
own personality and leadership and a respect engendered by his demonstrable
professional skill. For these reasons students generally accept what a teacher
.tells them. As children enter adolescence, these bases from which authority can

~ be derived become less stable and influential. “The students, particularly in this
era of rapid social change, are more prepared to question the legal basis of a
- .- teacher’s authority. - The law has beconte less sacrosanct.and inviolable.. QMOILA_*‘.M*-_
« . over, sometimes the public figures most idolized and imitated by adolescents are .
persons who have shown scant respect for traditional social mores. Peer groups,
as Coleman (1961) and others have so adequately illustrated, often fail to rein-
force school sanctioned porms; in many respects peer groups and schools are
promoting conﬂlcnng phllosophles Under these conditions, the teacher’s authonty
is tested and may require the exercise of coercive power.

Methods™ of control

‘Katz and Kahn (1966) note that an authonty system can -exist only if “it is
accepted by a majority of people in the social system. In practice, not all members
of the social system will voluntarily accept the imposition of authority. - Hence
there must be an ancillary system of rewards and punishments.

L Teachers have used a variety of means of manipulating the conflicting interests

' of groups of students who do not want to learn to conform to the classroom routine
that they, the teachers, as leaders and experts, have prescribed as necessary.
Control may be obtained through the use-of rewards that have some material basis,
such as marks, reports, prizes, privileges, reducing formal working sessions, and -
relaxing homework . requirements. The teacher may offer inducements such as
a film next lesson, visit to a library or resource centre, reading a story, allowing
a break in the lesson during official school time, or allowing the lesson to finish
early. Most teachers have this type of reward at their disposal during the course
of their teaching. '

Because of the importance to an adolescent of his status among his peers,
teachers may attract student support by praising students in public or private,
evoking group approval of the student’s behaviour, appealing-to the reputation of
the student, approaching the student on adult terms, or occasionally adopting
some form of idiom that is recognizable as that of the student’s own reference - ) '
group. Successful teachers could substantially develop this list of rewards that
they are able to dispense while in the classroom. These are in fact the same

‘ ‘ : ‘~f"§‘ | .
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- rewards that the adolescent soclety adnnmsters and has mcnrporated in its social

system.

There is a negatlve aswell as a posntlve dimension of control. Privileges may
be removed from students. Property may be confiscated. Additional work,
detention, and impositions on the student’s free time, such as yard duty, are a -
few of the deprivations that face students. Whereas exploitation of adolescent

.. status and group consensus may be used in a posltlve vein, teachers may also

negatively control student behaviour by encouraging disapproval of the behaviour
by the students’ reference group, by verbal cuntrols such as sarcasm or by demon-

strations of rejection or contempt.

Finally there is the physlcal component. Students may be coerced into

" complying through caning or removal from the class or even from the school

altogether. The mere threat of some coercive action may be suﬁicncnt t&produce
_the compliance desired. - :

So long as vtudcnts who do not want to are compelled to attend school to
learn, and while teachers feel responsible for forcing students to learn, then a
system rewards and pumshment must be operated. Coercing students into
¢ ying by punishing deviant behaviour is preferable to disorder and, as such,
has become a standard -feature of classroomi’ control. There is, however, a

giowing concern among educators and psychologists about the effects of certain
forms of punishment on students, a questioning of what is really being achieved
by punishment, and Whethcr more acceptable forms of control are not just as

~ viable.

The purpose of i)nmshment

Clarke and McKenzie (1970, p31) discuss four posslble aims of pumsh- ,
ment:
(1) To direct attention to altematlve desirable responses which are

reinforced promptly as they occur, thus encouraging the acquisition
of . approved behaviour. . . )

(2) As a deterrent.
(3) To exact retribution.
- (4) To be vindictive.
These writers regard the’ first aim of punishment as positive in that it aims
to aid the acquisition of socially approved behaviour, and the remaining thrce

‘purposes of punishment are negative in the sense that they are used to suppress

unapproved behaviour. They argue that retribution and vindictiveness should
have no /'lrt in the educative process. As the teacher has a responsibility for’
provnd?ép a classroom environment conducive to the learning of socnally approved

_behaviéur, few teachers who accept the morality of punishing students in principle .

would quibble over the legitimacy of the first two aims of punishment. There are
many teachers, however, who would contend that.the retributive function of

_punishment is valid in the classroom ‘context. In their view, punishment is an
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“essential part of the educative proctss in that jt has an 'importaht retributive

character thatis necessary for the moral development of the student.’
At school the student learns that punishment is that which is deserved as a

- result of pursuing a particular course of action. In this sense, punishment is what

should (morally) follow from the pursuit of an’ immoral action. Wilson (1971)

- pursucs this line of argument notmg that not to pumsh when punishment is deserved

is to dlsrespect the student as-a person..
He wntcs '

" It is absurd to try to keep children in .some sort of social vacuum
empty of both punishment and reward, or to place them in the kind of
socially sterilizing situation in which, while behaviour which deserves to
succeed is applauded, whatever is deservmg of failure is merely ignored.

Punishment, however, can be easily abused argues Wilson, when it becomes
merely a further device for social control, thereby disrespecting the way in which a
particular activity is valued by the student. This view. conceives of - school
discipline as having an 1mportant moral function and not merely a means of guar-
anteeing peace and order in the classroom.

This position is somewhat in contra-distinction.to the stand taken by psycholo-
gists who hold that rewards and punishment are deliberately administered forms

. of positive -or negative reinforcement introduced golely. to control or modify
‘behaviour. Instead, in Wilson’s view, punishment”is seen as one dimension of
educative control in which the person being disciplined, as well as the one doing

the disciplining, can see at least some value in the proposed order. Demanding a
student to do somethmg is not teachmg hlEl what to:do;, it is merely telling him.

’I'he side-cffects of pumshment

Lea.mmg theorists would viéw punishment as one of several means:of modi-
fying deviant school behaviour. In psychological. terms, pumshment copsists of
the presentation of either physically or psychologically painful stimuli or with-
drawal of pleasant stimuli when undesirable behaviour occurs. Most of the
coercive aspects of teachers’ power, whether caning, a reprimand or the confiscation
of student property, are punishment in this sense. Ceritics of punishment in high
school refer to its deleterious side effects. The unavoidable impact of these effects
upon the persons involved in the punishment act are sufficient for these critics to
depreciate its qutomatic use 'in most circumstances. Clarke and McKenzie write
(p45): : S . ‘
. In vxcw of the lack of precise knowledge, the use of punishment
alone to attémpt to modify behaviour cannot be supported on either
theoretical or practical grounds especially when alternative procedures
are available which bring reliably predictable but slower --changes in
behaviour without unwanted ‘side effects.

Clarizio and Yelon (1967) summarize some of the objections to pumshmcnt :
as- a- technique for behavioural modification.

A3
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(1) Pumshment docs not eliminate the response; it merely slows down-
the rate at which the troublesome behaviours are emitted.

(2) This technique serves notice to stop certain negative behaviours;
it does not indicate what behaviours are appropriate in the situation.

(3) Aggressive behaviours on the punisher’s part may prov:de an
undesirable model for the subject. .

(4) The emotional side effects of punishment, such as fear, tenseness
and withdrawal, are maladaptive.

(5) Punishment serves as a source of frustration whxch is apt to elicit
additional maladaptive behaviours.

These criticisms of punishment may scem to many teachers to be rather
bland statements remote from the day to day hustle and bustle of classroom Iife.

Translated into the classroom context, these ﬁndmgs suggest that the pumshmcnt
.. of students may have several unfortunate side cffects. Where the student is

punished in order to learn a socially approved behaviour, he may, in fact, be
engaged in learning a valueless activity designed to avoid detection while carrying
on with his unapproved behavxour Thc dcvxant student is pre-ocenpied with not
being caught.

«~ In addition, by focusing attention on the deviant act, the teacher may bg
subtly or unconsciously reinforcing the same behaviour for the students who are
witnessing the episode:  Often it may be better for the teacher to ignore behaviours
that do not drastically interfere with learning or tcachmg, unless they in any way
endanger other students.

As well, there is substantial evidence (Bandura and Walters, 1959) to
suggest that students may model their aggressive behaviours on displays of aggres-
sion By adults employing physical punishment.. Kounin and Gump (1961) lend

further support to this finding. In their study, they observed that primary school

students with punitive teachers manifested sxgmﬁcantly more aggressive deviant
behaviour involving physical harm to peers and damage to property than chxldren
with non-punitive teachers.

Students Who are used to a form of classroom management dominated by

_control based on the applicatxon of coercive punishments may require substantial

adjustment to succzed in a less punitive learning climate. Many teachers are aware
of Behaviour problems that seem to occur when they take charge of classrooms
previously managed under strict authoritarian lines. The students have learnt to
behave under the threat of pumshment and, when thc threat is removed, react by
“letting off steam”.

The list of potcntlal side effects could be extended to include the developmcnt
of undue levels of fear and anxiety among students, many of wh&n are mere
spectators of the events. While punishment, by definition, ‘will involve some
degree of unpleasantness, the danger exists that, for some students, cxtremely

~ intense or severe punishments could result in psychological trauma for the recip-

jent. Apart from harming the child under this condition, the stress created may

144
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" monopolize the focus of attention and subvert the intended effect of the pumish-
ment. Should this happen, then an impairment of the student’s lcarmng will almost
" inevitably result.
© The case against the use of pumshmcnt in classrooms is not water-tight,
Positively reinforcing appropriate student behaviour by rcwardmg the behaviour .
~with praise or some concession and extinguishing the deviant behaviour by with-
drawing reinforcement may not be sufficient even from a theoretical point of view.
Ausubel (1957) points out that it is impossible for children to learn what is not -
approved and tolerated simply by generalizing in reverse from the approval they
receive for behaviour that is acceptable. What is prescribed and approved must
.be reinforced by punishment as well as reward. The Plowden Report (1967) -
would also support the view that there are occasions when punishment is neces- .
sary. Pun:shment is viewed simply as a means of order—certainly not a cure for
“laziness or inattention, The Report notes that the excessive use of punishment
of any kind should be regarded as an acknowledgment of someone’s failure.
Historically, Western Australian high schools have, evolved from a system
where order was secured by coercion. Discipline was maintained almost
" exclusively by rules and regulations enforced by penalties. While many of these:
penaltics—corporal punishment, detention and the like—are still employed in -
schools, their automatic implementation for breaches of school rules ought to be
.' relatively rare oécurrences thanks to a better undcrstandmg of the needs and
. developmental phases of the child.
vidence presented later in this Report suggests that thege are some teachers
“who are not sufficiently critical of the various forms of- pumshmcnt which they
employ. Their actions may well be based on their own experiences as students
and ‘a tradition of schooling that clevated, as a virtue, obedicnce with minimal
forethought of the development of responsibility of action among students. It is
unfortunate that punishment is often an easier means of obtaining student -
compliance than other control twhniqudi. :

'PUNISHMENT IN WESTERN AUSTRALIAN HIGH SCHOOLS

Who is being punished? : :

Year level of students. The various forms of punishment that can be used -
in schools have already been outlined. Ten forms of punishment were selected
for inclusion in the Student Questionnaire and students were asked to give their

_impressions of the frequency and effectiveness with which they were administered.
In view of teachers’ and administrators’ responses that most discipline problems

" occurred in Second and Third Year high school, it is not surprising to find that
proportionately most punishment is also administered in Second and Third Year.

Table 7.1, Frequency and Type of Punishment by Year Level, indicate: the

2 relative frequency with which studerts behcvc they were pumshcd during ﬁrst term
for 1972 ‘
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: . TABLE 7.1 ) ‘
FREQUENCY AND TYPE OF PUNISHMENT-BY YEAR LEVEL
Year1 Year2 Year3 Year4d Year 5
N=" 1407 1392 1298 593 372
; ‘ % % % e %
Decide how often you have been punished this year o .
1. Physical punishment (e.g. with Very often 2 4 2. 1
carne, ruler, or hand) B Quite often 2 +3 3 e :
Sometimes .5 7 7 1 2.
Hardly ever 11 13 12 5. 4
Never 77 70 74 92 91
2. Detention (e.g. kept in after Very often 2 4 2
school, during recess, during Quite often -2 5 4 1 1
sports. period, etc.) Sometimes 12 19 17 7 .4
Hardly ever 21 . 25 27 15 16
Never 59 43 46 - T3 77
3. Suspended from school .... Very often
T ’ Quite often :
Sometimes 1 1 1
. Hardly ever 2 2 2 2
Never 93 9% 94 98 97
4. Lecture from the teacher in front Very often 4 6 4 1 2
of class Quite often 5 8 6 2 2
Sometimes 15 20 19 15 14
° Hardly ever 20 24 27 24 15
Never 52 39 42 56 66
5. Sent out of the classroom Very often 3 6 5 1 1
Quite often 3 8 7 2 1
Sometimes * 12 19 18 10 8
) Hardly ever 17 22 26 16 12
Never 61 41 41 69 76
6. Note from the teacher or prin- Very often 1 )
cipal to your parents Quite often |
.. Sometimes 2 4 4 1 1
Hardly ever 5 9 10 4 4
Never 88 82 82 93 92
7, Extra school work (e.g. extra Very often 5 7 4 1 1
. homework, set work during free Quite often 4 .7 6 3 2
periods) Sometimes 15 20 21 13 10
Hardly ever 21 24 25 19 16
Never 52 38 40 61 69

ERIC

Aruitoxt provided by Eic:

145




136 . Discipline in Secondary Schools

*  TABLE 7.1—continued : i ‘

Year 1 Year 2 Year 3 Year 4 Year 5
N =~ 1407 13%2 1298 593 372

8. Yard duty (c.g7 cleaning up the  Very often 2 4\ 3
school yard during recess, etc.) = Quite often 3 5 4 1
Sometimes 10 15 14 3 3
Hardly ever ~ . 19 22 21 10 6
Never 62 51 55 84 88
9. Private talking to by the teacher, Veryoften. = 2 2 3
deputy principal or pnncxpal Quite often 2 . 4 3 2 2
mistress Sometimes 7 11 3, 7 8
' " Hardly ever 17 21 20 ' 17 17
Never - 69 8 59 7 70
~—10, Madefumof by theteacher withia — Veryoften ™ — 4 7~ 5~~~ 4~ ——"4  — "
sarcastic remark d Quite often. 3 6 6 5 5
. Sometimes - 10 15 15 16 16
Hardly ever 4 19 25 18 22
Never ' 65" 49 - 45 54 . S0

Except for perceiving sarcasm to be used more often, Fourth and Fifth Year

students invariably report fewer negative sanctions of any sort applied against

them. Most forms of punishment, then, are reserved for fourtccn—ycar-old and
fifteen-year-old adolesgents, particularly boys.

Sex of studemts. - Corporal pumshmcnt is almost exclus:vcly administered
* fo boys, though two per cent of girls report that at least “sometimes” they have

been struck with the cane, ruler or hand. It is difficult to ascribe significance to
-the reporting of this small percentage of girls that they received physical punish-

ment. The questionnaires cannot elicit the circumstances or severity with which

the physical punishment is claimed to have taken place. If it did occur, then it

- was contrary to Education Department Regulations. It will be remembered that

school administrators, both in their written commerts and in response to particular
questionnaire items, nominated extremely deviant girls rather than boys as the
‘more difficult to deal with, contrary to the opinions of classroom teachers.

Other forms of punishment particularly reserved for boys- were yard duty
(76 per cent of females versus 48 per cent of males report. never having been

punished this way) ‘and being sent from classroom (62 per cent of females

versus 44 per cent of males report never having been sent from the classroom).

“"There are substantial sex differentiations favouring girls in all forms of punishment

except suspension. While it might be expected that more boys would be punished
than girls, since more teachers nominated bays than girls as major discipline prob-
lems, it would seem that there is an acceptance among numbers of teachers that
pumshmcnt is more proper for boys than girls.

*
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Certainly boys are already discriminated from.girls with respect to the regula-

. tion pertaining to corporal punishment. This  discrimination may wc]l be a

cultural heritage from earlier days where corporal pumshment was seen as a' means
of developing character—students should learn to bear pain like 2 man. ".Today,
this attitude does not seem defensible. - If there exists a culturally prescnbed norm
that boys should learn their masculine roles through the infliction of pain then
schools should lead socicty in redefining this norm.

Ability of students. Two criteria used in the qpcstlonnau‘c analysxs to identify
stadents frequently punished in school were the frequency with which children
were sent to the deputy principal or principal mistress and the frcquency with
which students reported that they received some form of physical punishment. In

* either case, studcnts punished by these methods were believed by teachers to be

guilty of some serious offence which warranted some extreme form of punishment
or to have exhibited behaviour so dcv:ant that it was not readily controllable by ,
the classroom teacher, -

It has been established that Second and Third Ycar classrooms are those most
likely to be disrupted by deviant student behaviour.” It follows that most punish-
men is likely to take place in Second and Third Year classrooms. "The research
conducted by the Committee indicates that, within the Second and Third Year
classrooms, the: zreatest propomon of students being punished are in Basic 1ével.
Table 7.2, Relationship between Frequency of Visits.to Deputy Principal or Prin-
cipal Mistress for Pumshmeht and Achievement Level of Student, verifies this
statement. LA S . “

TABLE 7.2 +

RELATIONSHIP BETWEEN FREQUENCY OF VISITS TO DEPUTY PRINCIPAL OR
PRINCIPAL MISTRESS FOR PUNISHMENT AND ACHIEVEMENT OF STUDENT

Frequency of visits to deputy :
None  One Two Three Four Five

- . -Students Advanced maltfonrcoresubjects | % s 5% - A A %
(N = 491) e e 88 6 1 .

Students Basic in all four core shbjects )
(N = 216) 8 1 6 6 + 3

The Committee does not allege that the purishment of Basic level students
is related simply to the students’ relatively poor academic potential. The causal
explanation is most intricate and almost certainly involves factors that begin with
the child before he starts his formal school education. chcrthcless, it was
apparent from Teacher Questionnaire responses that it was the view of teachers
that the real discipline problems in school lay with the Basic level classes. While
this assessment ynay be correct, the generality and frequency with which it is made

14"? H
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may virtually ensure the continuance of disruptive behaviour in Basic level class-
rooms even When potentially succcssful measures are mtroduccd to climinate this

behaviour. "

This phenomenon would seem to be a case of the self-fu]ﬁllmg prophecy
which Merton (1948) succinctly summarizes: “If nien define situations as real
they are real in their consequences”. If teachers and students expect Basic level
students to misbehave, then these cxpcctatxons serve as a catalyst for the deviant
behaviour.

If this assertion is correct, then merely labellmg a student Basic is going to

increase the possibility that the student will be punished irrespective of the

>

student’s initial attitude to school and compliance with teacher authotity. Hence
the Committee applauds innovations currently being tried in Western Australian
high schools in which classes are grouped on a basis other than ability. Basic
and Advanced level students are able to intermix so that the effect of any stigma
attached to the ;,appgllation “Basic” is likely to be diminished. These develop-
ments are described in detail in Chapter 9. However, in those instances where
Basic level students arc grouped together for large segments of the day, schools
may be creating a problem for themselves. The school will not gain the Tespect
of Basic level students while it tacitly expects them to misbehave and reserves its
coercive power to deal with the fruits of -its expectation. '

Home backgroumd. Those students currently receiving thc more severe

" forms of punishment at school tend to come from homes less oriented towards

supporting the education process. The homes have fewer educational facilities,
provide fewer encouragements and set lower educational goals. Table 7.3 Relat-
ionship between Frequency of Visits to the Deputy Principal or Principal Mistress
and Parental Interest in Homework, illustrates the tendency of. parents of students
causing trouble at school to show less interest in the stulent’s work at school.

TABLE 7.3

RELATIONSHIP BETWEEN FREQUENCY OF VISITS TO THE DEPUTY PRINCIPAL OR
PRINCIPAL MISTRESS AND PARENTAL INTEREST IN HOMEWORK

Does anyone at home usually tell you to Visits to deputy
do your homework or ask whether you g )
have done it? . . None One Two Three Four Fived-

N= 4065 438 200 115 53 101
% % 7% 7% 7% %

A e i — e § A < . Somhe et

Yes, llﬁost everyday ... el e 48 - A2 47 46 32 2
Yes, almost once or twice a week.... e 79 12 13 9 1 10
Yes, a few times 2 month 1 1 ‘ 1 1 1 2
Yes, now and again e 30 31 28 27 39 3

NO, never ... w e we wim Y 11 8 14 15 23
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Not surprisingly, under these conditions 42 per cent of those students sent
" more than five times to the deputy for punishment spent less than half an hour a
day on homework, and only 11 per cent of students who had never been sent were
in this category. _ » :

The interests and out-of-school activities of the students being punished

frequently tend to be centred outside the school. School is a place that the

student is obliged to attend. Table 7.4 supports this assertion.

TABLE 7.4 .

& H .

RELATIONSHIP BETWEEN SELECTED OUT OF SCHOOL ACTIVITIES AND INTERESTS

AND FREQUENCY OF VISITS TO THE DEPUTY PRINCIPAL OR PRINCIPAL
MISTRESS ’ \ - |

Visits to deputy- E ~ -

Activity "None One Two Three Four  Fivet

N= 4065 438 200 115 53 101

' : S . 7 % - % % 7 %
Spend more than four hours a day waiching , ) .
television ... ... 2 M 19 21 28 28

. Have a dictionary in the home ... ... 94 91 94 88 92 88

Spend more than two hours over the week-

end listening to the radio v e 32 34 40 41 39 51
Read more than two comics a week ... 12 19 .2 4. 2 29
Never go to church T 61 66 58 7 65
Smoke regularly - ... .. e 6 13 25 40 37 51
Clow frends owna car . .. .. 38 M 06 s - 6

| Spend less than three eveﬁings a week at B -
home . oo oo e e a2 .5 9 14 19 18 -

Prefer being with fiends away from school 13 15 23 19 16 24

Go around with a group that thinks it )
important to be good at school 19 16 13 7 7 8

: Employment aspirations; With interests so obviously focused outside of
school, the frequently puni'g;,i» group is kéenly disposed to leave the environment
that punishes for one, they hope, that rewards. The prospect of future reward
through the acquisition of quﬁliﬁcations that sections of society so highly regard
is either incomprehensible or not sufficiently tantalizing. Forty-seven per cent of
the most frequently punished group would not finish Fifth Year high school if it

)

+f49.
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were completcly up to thém, while only 16 per cent of those who have never
reccived corporal punishment during 1972 would leave before Fifth Year. The
sprts of occupations that this group of students feel that they will fill in latef life
have less social status and on the whole will provide less financial remuneration.
They are less likely to include professional and semi-professional occupations.
Table 7.5, Relationship between Job Aspiration and Frequency of Corporal Pun-
ishment bears this point out. '

§

TABLE 7.5
RELATIONSHIP BETWEEN JOB sASPlRATION AND FREQUENCY OF
CORPORAL PUNSHMENT v
’ / : Frequency of pumshmcnt

Job as;piration Very Quitt Some- ‘Hardly Never
' ' often  often times  ever
" N= 134 118 303 558 . 3,916

% Y% % % %

Doctor, professor, lawyer, architect, etc. ... ... 19 16 20 27 30
Business owner, farmer, Contractor ... .., .. 16 15 . 13 -10 7
Teacher, lectuxer gocial workcr. etc. . 8 12 12 . 14 29
Insurance salﬁmm, real estate salmmm, clerck ... 9 . 7 7 10 10
Electrician, hairdresser, mechanic, baker, et¢. ... 25 33 36 .24 16
Truck driver, labourer, etc. 15 13 9 * 8 3

In summary, students more frequently punished at school are less likely to
aspire to professional employment. .

Attitude towards school. Two further characteristics of the profile of the
frequently punished student relate to the student’s negative attitude towards.school
\(and teachers) and his relatively poor school achievement. The fact that this
group of students tends not to like school may come as no surprise to teachers,
parents and students. Thus, the evidence contained in Table 7.6, Relationship
between Frequency of Visits to the Deputy for Punishment and Attitude to School

~ Work, is accordinig to expectation.
The frequeritly punished group held a more gcneral dislike for school and

I ment more than five times during first term were definite in their opinion that they
I disliked school as a whole. In contrast to the unpunishéd body of students,
' they felt_antagonistic towards teachers in general, not only the teacher with whom
[

punished group of students to view teachers ay/strict, humourless, suspicious and

- most matters formally associated with the institution. More than half of the
' students (52 per cent) sent to the deputy principal or principal mistress for punish-

they most frequently got into trouble. There was a tendency for the frequently -

[}
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. “six per cent of 'students frequently pumshed indicated their strong agreement with )

the statement that T stddents in their school are sometimes punished without knowing

" the reason for it, compared with 13 per cent of the group which had never been

punished. ‘Of the frequently punished group, rggardmg the last tihe- they were

punished, 46 per cent believed themselves to be not guilty of the. offérice ascribed

to them and 55 per cent contendcd that the punishment they wete givén was unfair
under the cnrcumstances : , .

! N . - s

TABLE 7.6 =~ '

,RELATIONSHIP BETWEEN FREQUENCY OF VISITS TO THE DEPUTY FT( PUNISH- '

. MENT AND ATTITUDE TO SCHOOL WORK .
M ' ya

, THE ADMINISTRATiON' OF'PUNISHMENT :

The frequency of punishment’

The Committee views the frequency with which lower school students repc *
being punished with concern. Nearly two-ihids of all Second and Third Year
students had received some form of punishment during the first term of 1972 and
a fifth of all students within the last ,week. Perhaps of more significance is the
fact that 46 per cent of the group of students punished during théfirst term
reported that the most recent application of punishment had been the use of the
cane. Some teachers of lower school students obviously place great rellancc on
the usc of the cane in the, progess of gaining classroom control.

" The cxrcumstances surrounding the use of corporal punishment: are also

viewed thh concern. It is difficult not to conclude that theré are occasions on ~

‘which the Gane is not used as a last resort but i is somewhat arbitrarily administered
to lower school students. Table 7.7, Responses to Question: Have You Been
Punished This Year for Dontg Something That You Did Not Know Was Wrong?,

by Year Level, would suggest that a large proportion of students partlcularly from :

the lower school feel ihiat.they have been unreasonably dealt with.

Attitude towgrds school work . © " Fréquency of visits to dcputy\
- - . . Nomé One Two -Three Four Fived
° N= 4065 438 200 115 53 101
- S . % % % % %\ %
Interesting ... .. .. e 470, 4] 30 20 28 23
e - : \‘\. = . s - - L 3
. Neither interssting nor uninteresiing ... 41 a1 46 4 47 - 38 '
Borg | . e e e Do 9 14 21 34 24 . 34" ;
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‘ TABLE 7. 7°

RESPONSE TO QUESTION : “ HAVE YOU BEEN PUNISHED THiS YEAR FOR DOING
SOMETHING THAT YOU DID NOT KNOW WAS WRONG?”, BY YEAR LEVEL

Year1 Year2 Year3.\Year4 Year 5
N.= 1407 1,392 1,298 593 - 372

ey,

for which they received thext “most recent” pumshm/ent

~ 2 «

<,

4
| ‘ Cw % %% %
YOS e e e e ey e 2T s 3027 . 16 11 .
N0 w31 3436 31 2 .
This does not apply tome . s 40 33 . 34 51 9 ~—
. T, » v ) . e
Similar proportxons of students stated that they were not guilty of the oﬁ(&&/ - -

.

. R TABLE7'8 B

RESPONSE TO QUESTION : ' “DO YOU THINK THAT YOU WERE GUILTY OR NOT
GUILTY OF DOING WHAT THE TEACHER SAID YOU DID?” BY YEAR LEVEL

N

/" Year1 Year2 Year3. Yeatrd YeirS-

» ) - \ © . Npg 1407 1392 1298 593 M2
o - % % %K% %
Iwas guilty ... .. / 30 33 37 33 21 /;
Iwasmotguiy o o o o 25 B 28 18 - 16
This does not apply tome ... oo . w43 32 33 AR
e ) / "

— f /

‘."\I-‘hu's, the finding that 30 per cent of all students (half cf those punished) believed _

that the punishment was unfair is viewed with some copcern. While the Committee
" recognizes that these statistics are Based on student perceptions only and may.~
therefore present a one-sided picture of the events, nevertheless they are important
because -many students believe them to be true; this is how students regard the

' punishment system. It is difficult not to form the conclusion .that numbers of

students are being punished by various means, including corporal punishment.
Many of these students believe that they have been unfairly dealt with and resent
their treatment. is fact can hardly be conducive to the maintenance of good
- discipline. and thc ‘administration _of pumshment under these clrcumstances must
surely be a self-defeating’ nrocess., :
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Punishment as a deten'ent

. The more we punish students the less they will like school. It algo seems
true of the traditionally more severe forms of punishment that the more we punish,

the less a deterrent it becomes for most students. Table 7.9, Relationship. between - -
Frequency and Perceived Dislike of Punishment, reveals that for the group of

students sent to the deputy principal or principal mistress five or more times, 38
per cent apparently do not view suspension as an’ effective deterrent. compared
with only nine per cent of the group who have ‘never been sent to the” deputy.
Similar feelings -are expressed about corperal punishment by these groups
-respectively. Generally speaking the students most frequently caned are less
fearful of this form of punishment. While the students frequently caned may
have had initially little fear of corporal punishment, a more likely explanation is
 that frequent exposure to corporal punishment has led to a diminution of its
. effect. First Year stodents were more fearful of corporal punishment than other
year groups. \

h | TABLE 7.9 -

&

FREQUENCY AND PERCEIVED DISLIKE OF PUNISHMENT

K

Frequercy of visits to deputy
None One Two Three. Four Fived
N=4065 438 200 115 53 101

% % % % % %

_ Punishment

- -~

1. Physical punishment (e.g. Hateit * 41 33 39 41 30 37
with cane, ruler or hand) Dislike it consnderably .23 .22 16 15 5 9
b Dislike it a little 17 19 14 15 1 10
- It does not worry me 16 22 30 26 52 4r
2. Detention (e.g. kept in Hateit , 39 S0 54 71 62 69
after school, during recess, Dislike it considerably 26 21 17 10 18 11
’ during sports period, etc,) Dislike it a little 20 15 12 8 5 6
) . - . It does not worry me 13 12 15 9 13 10
. N L ’
3. Suspended from school ... Hateit o - - 62 52 53 40 49- 39
BT Dislike it considerably 18 21 17 19 15 10 .
" ; Dislike it a little 6 7 1 12 9 9
It does. not worry me * 9 15 20 ' 28 26 38
4, Lecture from the ‘teacher Hate it 33 33 32 26 35 42
in front of the class Dislike it considerably 23 18 15 . 15 16 8
' ' Dislike it a little 17 18 18 16 15 7
It does-not -worry me 19 29 33 40 32 307
5." Sent out of the classroom Hate it n 1w .7 5 9 1
Dislike it considerably 17 10 12 .6 - 9 5
Dislike it a fittle 30 28 15 19 -1 12
- 1t does not worry me 39 49 63 6 TN 66 -
,, A 163 AN

S
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TABLE 7.9—continued

N ) -
2 Frequency of visits to deputy
s o Punishment _ ’ . None One Two Three Four Five
- . o CNQ4065 438 200 115 - 53 101
6. Note from the teacher or ‘Hateit . - 51 51 SO 49 52 48
~ principal to your parents  Dislike it consnderaﬁly 25 25 22° 22 16 10
: Dislike it a fittle -~ 13 12 11 13 13 14
Ttdoesmotworryme , 8 10 - 16 15 16 25 .
7. Extra school wotk (eg. Hateit 9 36 4 53 52 56

extra homework set diiring Dislike it considerably 20 20 19 15 11 12
free periods, etc.) - Dislike it a little 2 19 i6 . 14 11 9
: 1t does not worry me 25 23 24 15 24 19

v

8. Yard duty (e.g. cleaningup ~Hate it o 54 64 64 70 66 76

the school yard during " Dislike it considerably v 17 14 13 18 9

recess, etc.) ‘Dislike it a little 14 10 10 . .10 7 5.
: It does not worry me 0. 7 10 5 7 8

9. Private talking to by the Hate it 21 21 22- .26 21 32

teacher, deputy prmc:pal Dislike it consnderably 2402 26 13 16 16
or pnncnpal mistress Dislike it a little 29 29 2 2 15 14
1t does not worry me 24 26 29 38 37 35

10 Made fun of by the teacher Hateit 59 S5 s4 S1 S4 47

. with a sarcastic remark Dislike it considerably 14 13 14 10 7 8
Distikesitalile = 8 6 7 8 9 8
1t does not worry me 16 23 22 29 24 33

Not all methods of pu’nishmeni were viewed with correspc;ndi'ngd equanimity -
- by the frequently punished students. Somewhat surprisingly, larger proportions
of these students expressed an extreme dislike of detention, extra schoolwork, yard -

duty and public censure or humiliation.’ ‘Che more déviant students feel a greater
dislike of punishments that involve them in more school work or which threaten
their status among their peers. If this finding is the case—and the evidence from
interview and questionnaire analysis. supports this contentlon—then it would seem

that many teachers are under a mxsapprehensxon suspension, and ‘caning are not-
as likély to deter deviant behaviour as is generally supposed The fact that 46,

per cent of all students report that the most recent form of punjshment was caning
(or sent to the principal mistress, if a girl respondent) while only nine per cent
nominated the imposition of extra homework suggests that some teachers see
in~corporal punishment a payoff that may be much more elusive than they think.

The teacher reaction to certain forms of - student behaviour that results in

" the student bemg sent from the classroom has often been motivated by an under-

standing that this act was a form of punishment. - The evidence from thc Student
Questionnaire wouid suggest otherwise. While under certain circumstances expulsion
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from the room (the immediate removal of the student from the source of his
gratification, i.e., approval from his peers for his deviance) is a reasonable response,
it is not one that is likely to cause particular concern to the misbehaving student.
Other consequences of pumishment N ' - ,

While - attention has been drajvp/ to the ethics and purpose of punishing
students, careful consideration must also be given to the comsequences. It is
almost self-evident that the group of students already antipathetic towards school

will have their dislike even more firmly entrenched while they are the recipients .
,of punishment. In some cases, schools are reserving punishment, particularly its
~ more severe forms, for a minority of unwilling clients. The effect could be the

eventual disgualification of some students from a reasonable chance of leaving
school properly equipped to compete for their livelihoods in the wider society.

' Some people will argue that these students will get only what they deserve. The

Committee maintains that while-attendance is compulsory for these students then .
the school is responsible for their welfare. Should the school implicitly or explicitly
discourage any student from fulfilling himself, then it is failing in its responsibility.

)

CORPORAL PﬁNISHMENT
The views of stndents

" Most Western Austrahan students, teachers and parents seem -to accept the
principle of corporal punishment. This finding is in keeping with other research

concerning punishment. Gaskell (1960) surveyed th¢ attitudes of Scottish students

bétween the ages of 12 and 18. Children accepted discipline and punishment on

- the whole without resentment. Gaskell attributed this acceptance partly to the

tradition in which they were brought up. “However,” he writes, “the fundamental
reason seemed to be that they had, however vaguely, an ideal of conduct to which *
_they ‘wished to conform, and they accepted, and sometimes appreciated, control
and punishments from parents and teachers, because they recognized them, for -

- the most part, as intended to help them.” . While this may be true of a ‘majority

of students, there is a segment of the student body which attributes a vindictive
motive to pumshmcnt at schook: However, students, in the majority, even though
they may dislike the prospect of being caned, still accept that certain behaviours

- deserve corporal punishment. Consider Table .7.10, Studenis® Perceptions of

Appropriate Punishments Accordmg to Frequem:y wzth Which They Have Be,
Punished.

Two important conclusions emerge—most students accept that extremely
deviant behaviour such as vandalism warrants punishment of a severe nature; and
the group of students most frequently punished is in general more opposed to

“traditionally severe punishments for serious deviant behaviour. For less serious

norm-violating behaviour such as “often found laughing in class”, the position
is not so clear. Surprisingly, larger proportions of the frequently punished groups
are in favour of punishing this relatively less serious behaviour by the more

. -~ (
1.5
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; s TABLE 7.10 |

STUDENTS’ PERCEPTIONS . OF- APPROPRIATE PUNISHMENTS ACCORDING TO '

FREQUENCY WITH WHICH THEY HAVE BEEN CORPORALLY PUNISHED '

Frequency with which student has. been
corporally punished

Vcry_ Quite Some- Hardly Never
often often times ever ‘
N= 134 118 303 . 558 3916

Vandalism v A -y % % %
Appropmte pumshmcnt ’ : 7
Do nothing ... - 19 5 3 2
Given 2 * talking to " o e e 17 10 12 9 9
Kept in, or given extra work to do e -9 6 4 7 5
Caned (if a boy) or sevetely told off 1f a mrl 19 36 29 - 35 -3
Suspended w“ 32 39 49 43 50
Often found laughing. in class ’ )
Appropmtc punuhment - .
Do nothing ... . 37 28 16 12 10
Given a “ talking to voreeema 26 41 49 46 50
Kept in or given extra work to do ...~ ‘f\ 17 19 23 31 32
Caned (if a boy) or seyerely told off (1f a glrl) w710 8’ 9 7§
. Suspended 5 o e

severe torms of punishment, caning or suspension. It could be argued that cither

the response of these students has been based on their own experience or these

students do not have a wcll-dcvcloped scale of Judgment concerning the seriousness. |
of deviant school behaviour. or its consequences. It ) may be argued that there
is a group of the most frequently punished students which believes that it is being
seriously punished for relatively trivial ,misbehaviour (or the culmination of a
nuruber of trivial offences) and, more 1mportantly, has come to expect this form
of response from teachers.

PRPE . SR "

Corporal punishment has tl'adlt-IQ‘llﬂﬁy had a place in Australian schools.
Most Australian-born parents of the present generation of Western Australian
high school students have graduated from schools where the cane has been a
means of gaining classroom control and attempting to teach thc virtues of obedience.
Undoubtedly parents’ own experiefices . colour their present attitudes towards’
corporal punishment. Parents who have emigrated to Australia from certain
Northern European countries have different attitudes to corporal pumshmcnt. In
Holland, Norway, Belgium, Dcnmark andthe Federal Republic of Germany,

~for example, corporal pumshment is forbidden. 'Parents of students from these

countries tend to be opposed to corporal pumshmcnt for boys or glrls Figure 7.1
illustrates this dlvcrgencc of opmlon . '

¥
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BOYS -GIRLS
Mo 2398 N Nz24e® N
Aust
: . 1
UK. | N
L Yes
wn eore [ R -
; Uncertain |77
Sth Europe % )
Asia
Other

1007 757 s50% 28%. O 5%  so%  7s% ol

FIGURE 7.1. RELATIONSHIP BETWEEN PARENTS' COUNTRY OF-BIRTH AND
AGREEMENT WITH CORPORAL PUNISHMENT FOR BOYS AND GIRLS.

It can be noted from Figure 7.1 that parents who have emigrated from the
United Kingdom, from where the roots of the Australian education system came,
express a degree of support for corporal punishment similar to Australian-born
parents.

Parental support of corporal punishinent may well be an expression of the
fear that the discipline in high school is currently too lax and ought to be tightened
up if the school is to become a bulwark against the permissive society. Forty-four
per cent of all parents who completed the questionnaire responded that they felt
that discipline in high schools was currently too lenient. This belief may also
explain the strong support (45 per cent overall) of parents for the caning of girls

" who have committed serious offences. Existing regulations forbid the use of

corporal punishment for girls over twelve years of age.

The attitude of parents to questions of school discipline and pumshment :

becomes even more apparent after considering the parents’ written comments. A
cross-section of parent opinion is described' below: comments on school discipline
came from parents in professional, busmcss, clcncal and unskilled occupatlons
respectively.

I think that in most cases punctuahty is not enforced sufﬁc:ently,
leading to indiscipline and misbehaviour. .

s

_nnLS")’ , ‘

-
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Discipline is sadly lacking during classes and also during recesses
and also at the lunch break. There is a considerable amount of smoking
going on in the Boys' and girls’ toilets during these breaks,

. Discipline should be strict but not blind. Students should know

why discipline—when masses of Yodies are grouped together—is =~

-, essential. Caning or the use of the strap should be permitted to all
teachers—not restricted to one Semior Teacher. More: concentration

on the basic principal of community living in ‘the earlier year, the.

principle being don’t do to others those things you wouldn't like done
to you. . ' . ’
High School discipline is conspicuous by its absences. “There is a
- core of rebels that can be quoted in Primary school and will be identical
in Senior High School.  Too muich notice is taken of this -5-10%
minority who are allowed to distract the studying of genuine students
A percentage of teachers and principals are not capable of carrying out
the work of a teacher. To quote the word of one fifth form boy, if
about ten of the boys (there are 100-120 in grade) were chucked out,
school would be better and so would a lot of other things. They have
-no desire to learn or co-operate with the process of learning: one must
learn first before one can start to disagree with the learning.

, With regard to corporal punishment per se, the opinions of parents in pro- -
", fessional, business, tradesmen and tertiary lecturer occupations are recorded below -

and rcprcsclnt 4 cross-section of written comment on this matter,

- | Use of cane or other corporal punishment should only be admihis-v

“tered with the authority of the headmaster. -,
A The use of canes, belts and the like should be abolished as this
L punishment should only be administered by the parents or legal guardian

of that student., The feachers (on the whole) seem to regard education

as a job and not as a means to an end, that is the ability to tackle life
with confidence on behalf of the students. .

' 1 feel that the cane is no real deterrent to boys because as a punish-
ment it is over too quickly.
* There-is to much disparity between the punishments of boys and
of gitls.  Caning of bnys for major breaches of discipline tends to act
as ‘a deterrent—there is no parallel punishment for girls—nor is the
discipline of a headmistress (for girls) anything like as effective as that
of the Deputy Principal (for boys). - :

The opinions of other groups
Not all teachers are in favour ‘of the continuance of corporal punishment, as

an extract from the submission of the Progressive Teachers Association illustrates:-

Corporal punishment should be abolished and alternative procedures

implemented. Apart from its brutal and degrading character, its repeated -

use as a deterrent has proven itself ineffective in preventing misbehaviour
~ on the part of students. All other physical assaults including the threat
of assault should be avoided. - ; :

= It would seem, however, judging from the written comments of teachers, that .‘-.

this view is faf from universal. Many teachers expréssed confidence in corporal
punishment as a deterrent to deviant behaviour.

4

166

- 1




. 12688~(8)

Punishment . . _ 149

This widéspread expression of support for corporal punishment among the

. Western Australian teachers is in keeping with the opinion of their Great Britain
counterparts. The Plowden Report (1967) reports an overwhelming majority
(between 80 per cent and 90 per cent) of the teaching profession opposed to the
abolition of corporal punishment, noting, however, that few supported it except.
as a final sanction. No principal or deputy principal cxpressed any strong dis-
approval of corporal punishment for boys, though this group of respondents was
generally opposed to the use of the cane on the hand for girls, expressing the view
that such action would have an adverse effect upon school morale and would be
considered repugnant by both staff and students.

The only submission to come from students was strongly opposed to thé use
of corporal punishment in, school. 'In its submission, the Secondary Students’
Union of Western Australia wrote: :

We are therefore opposed to sil forms of punishment especially
- those taken by individual teachers or senior masters. Many problems
in the classroom are created by psychological problems in the student,
aggravated by home conditions and zepression at school.
Punishment is important in regxmcntatlon, but it is always liable to
create a reaction or an over-reaction of the student and a wrong attitude
to learning.

‘This submissior: would seem to be somewhat reprcsentatxvc of student opinion, -
judging from the students’ comments in their questionnaires. - Of course, considera-
tion of only those questionnaires which provided written comment may provide a
distorted picture of student opinion regarding punishment. Studeats who approve
or acquiesce with the existing punishment methods are less likely ‘to voluntarily
provide a comment supporting the status.quo. Bearing this factor in mind, the
feeling that was gained from reading-these questionnaires was that many students -
did not belicve that the abolition of corporal punishment was likely, though were
it abolished this action would meet with their approval.

) Exempﬁons from corporal pumsllment. Since a minority of parents are
opposed in principle to the use of corporal punishment, one alternative might be
to exempt the children of these parents from caning, providing the parents were
able to give an assurance that their child would maintain a reasoiiable standard
* of behaviour at school. This course of action, which has a precedent in New South -
Wales, would remove for the exempted students the-threat of corporal punishment.
Such a course of action should, to a large extent, satisfy the 19 per cent of parents
who are opposed to their child receiving corporal punishment. However, in the
-existing climate within schools, there is the danger  that this form of parental
protection might expose the child to unnecessary pressures from peer groups
‘opposed to the preferential trcatment. Nevertheless, exemptions might be one.
means of reducing the extent of corporal punishment and diminish the over-
reliance which teachers place on it as a means of maintaining order.

v ° 1. l— 9
: . . b AR i.l.;t)
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Detention as an altemative. The Committee recognizes that some negative
sanctions may be required to be exercised to maintain the good grder of the school.
Detention is one form of punishment which is approved within the Regulations
though, according to the evidence contained in Table 7.1, is infrequently invoked.
This is largely because detention usually involves teachers acting in a-supervisory
capacity. Teachers must, in effect, detain themselves. Further, for some country

and metropolitan high schools, detention after school hours is made virtually

impossible owing to school bus arrangements. The Committee believes that -
detention has a substantial deterring effect (see the evidence in Table 7.9) and
could be used more often in licu of corporal punishment if it could be applied
during the school day. Accordingly, the Committee recommends that portion of
the school lunch hour be set aside in which students may legitimately be detained.
To effect this recommendation, existing reglations will require modification. *

* EFFECTIVENESS OF CORPORAL PUNISHMENT

'

The ease of administration
Much of the attractiveness of the use of corporal punishment in schools lies

in the ease with which discipline problems may be apparently solved. The student

displays some aspect of deviant behaviour. With little effort the student may be
apprehended, caned and the teacher satisficd that the student has got what he
deserves and been dissuaded from repeating the deviant act. To use some alterna-
tive form of punishment, such as detention or yard duty, requires a greater
investment of the teacher’s time and energy. Furthermore, apart from suspension
from school, the cane has become the ultimate punishment for boys. If the
student, when apprehended by the teacher or deputy principal remains unyielding
and refuses to comply with direction, the cane ‘has been a convenient means of
ending the détente. " The question remains, what has it achieved? The answer
to this question must be framed in the light of the objectives motivating the
administration of the punishment.

The views of students . .
The. written opinions of two Second Year basic boys underline the relative:
ineffectiveness of the cane in terms of its deterrent and reformative capacity. The
comments also illustrate the force of the normative sanctions that the school has
at its disposal. : o o
' : When I was caned I got two for wagging it that was in grade seven.”
Suppose it stung a little bit but it hasn’t affect my attitude towards
school. At high school I would rather be caned than stay in after school
or do a weeks scab duty-because if you stay in after school you miss the
bus and have to walk to midland and wait for about half an hour before
a bus comes. Also the teachers who keep you in make you write essays -
on stupid subjects that don’t affect you. I hate doing scab duty at lunch
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time because you have to do it in front of all your friends which makes
you feel about two feet tall. I don’t mind the papers . Jbut when Yyou
have to pick up squashed apples, bananas, soggy bread and moldy
orange peels it does make your lunch taste very good and by the time
you finish scab duty you have only got five minutes before the bell goes.

- For this student the humiliation of having to pick up scraps in front of his
pecrs was more painful than the sting of the cane.

Canmg does not hurt at all. It is only when you have a soft hand
that is when you cannot take it. Mr Black looks like if he knows how
to use a cane but he does not, it looks like if he is going to hurt you,
but when he gives you the cane it only *.gle a little bit on your hand.

" Then you fool him and shack yous hand to say in one way that
it hurt.

Then he sends you of back to the classroom, to be a good httle
boy in class; you stay good for half an hour; and then you play up
again.

For the second student.the cane has no reformative function at all. Indeed
B this student’s description is an obvious illustrative of how pumshmcnt can, in
SR 'ﬁﬁmwumthe&thmdmumg&dm&-ﬁe%nﬁespons&ammg—————
o reinforced.
The third se: of ﬂommcnts from a Third Ycar boy in an Advanced level,
provides a perceptive student view on the real effects of corporal punishment.
For this boy the outcome of caning is a build-up of student resentment, a v1ewpomt
shared by the Committee. , ‘
I think it is a waste of time and trouble on the teachers behalf -
For a start is doesn’t hurt and it is not done frequently enough. The
. student builds up reseéntment towards his teacher and’tries to outsmart
him and do terrible work. He hopes he is caned more often so that
he has more reason to hate the teacher and an excuse to do badly in
his work. The teacher’s have their own method -and apparatus for -
caning and some are by far more effective .than others. Caning hurts
more if it is done publicly i.c. in front of a class. I personally have .
only. been caned once and it didn’t huri physically a bit, but mentally
it did because I was caned for arriving late to a class but I was held
up at a student council meeting, I have built up a rcscntment towards
‘ my teacher and have still not gotten over it.
Other effects. Corporal punishment may have both deterring and retributive
functions when used at school. A student is meant to learn from his caning that
. . his deviant behaviotir should in future be suppressed, Obviously, owing to the. .
. number of students who are rc-pumshcd this learning is not always acromphshed s
' . For many students the cane is not a successful déterrent and the more frequent
the caning the greater the diminution of jts deterring effect.
‘When asked why thcy thought teachers punisted students, a larger propo
of those students caned frequently rcspondcd that its purpose was a wamm‘m‘
other students. Table 7.11, Relationship between Frequency of Corporal Punish-
ment and Perceived Purpose of Pumshment illustrates this trend.
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TABLE 7.11

Because it is no good having rules if you do not have

{

’. .
| » RELATIONSHIP BETWEEN FREQUENCY OF CORPORAL PUNISHMENT AND PER- - ..
. " CEIVED PURPOSE OF PUNISHMENT . . :
| :

: Frequency of corporal punishment

‘ . - ‘ . Very Quite Some- Hardly Never

| ~ Perceived reason for punishment often  often times ~ ever :

ll _ | N= 134 118 303 S5 3916 -

| e % %% % % "
; As a warning to other students 35 33 30 23 21

[

: N 0

i To make the student a better person .. .. 18 26 2 24 2

l

|

punishrent ... 6 13 23 20 19
Tokeeplawand order . & oo w3 1 7' 12 14
Becauss teachers like punishing students ... .. 11 T 2 3 1 «
\ .
o teach studedts right Teom wiong... . . T 7100 BRI
2 2

Because it makes teachers feel important ... ... 4 4 3

x . The question as to whether corporal punishment can serve some moral
+ = purpose has already been raised. Some 30 per cent of students saw the purpose’
of punishment to be to “teach students right from wrong” or “to make the
student a better person” though smaller proportions of those actually punished
held this view." . '
There was a tendency for the older students to be more sceptical of the .
reformative value of punishment. Table 7.12, Relationship between Year Level
of Student and Effect of Punishment, demonstrates this difference in, opinion.

TABLE 7.12 i

RELATIONSHIP BETWEEN YEAR LEVEL OF STUDENT AND EFFECT
: < — OF PUNISHMENT

* Effect of punishment : Year level

P - o Year1 Year2 Year3 Yesrd Year5
' - . ¢ N = 1407 1,392 1,298 593 372
<t % % % 7% %
Helped make a better person 24 20 17 - 12 8
Did not help make a better person ... ... - .. 30 4 45 38 34

i

U

Have not been punished this year .. .. .. , 44 . 34 35 47 56
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By Fifth Year hxgh school, less than a quarter of the students ppmshed durmg
the first term of 1972 were prepared to acknowledge that the punishment had any
positive effect upon them.

Monral development

The Hall-Dennis (i968) report dxscusses the rolc of pumShmcnt in moral
_devclopmcnt

Furthcr, punishment is demorahzmg because it negates moral
responsibility. It fosters cynicism and a belief that the thing to do is
simply to avoid being caught by those who have authority to punish.
It also causes those who are caught to think that they have paid their
debt to society by virtue of the punishment received—an attitude

i indicative of amorality and irresponsibility.
a It wouid be unrealistic to think that on most occasions at school when pupils

are pumshed_ the teacher has the moral development of the student at heart, or
that the student internalizes some moral value as a result of his punishment. Thus,
. a proper function of punishment advocated by Wilson (1971) and cited carlier
... .. in this Report may be to assist in the clementary stages of moral development of ..~ .. .. .
~~children, but for adolescents mvolved in the day-to-day tumult of classroom activity .
any arbitrariness in allocation of punishment in order to obtain control is likely
to retard rather than nurture the development of moral responslbnhty

The other participan(s

Teachers. The caning of a student does not take place in a social vacuum.
~ In some respects the administration of corporal punishment affects .the whole
\ school. Teachers who do not resort to corporal punishment raay be considered
: “soft”-by students from a school environment where minor deviations are punished
by the cane. In fact, students may expect-teachers to retaliate by using the cane
for even less serious offences. Furthermore, teachers who infrequently or never
punish students with the canc may still be held responsible since they are part

of the organization which determines the system of rewards and pumshments

Other students. The effect of the caning on students generally is not casily
calculable but must serve to make the general climate of the school repressive.
For many children, punishment of this type is virtually an alien experience, and
to be even peripherally involved as .a witness to it is unpleasant and potentially
damaging. Bandura and Walters (1963) report research findings to the. effect

. that parents who use aggressive control methods such as corporal punishment

. produce children who behave aggressively towards their peers. It would seem
that punishment of this type is likely to lead to socially aggressive responses on
the part of many students, particularly- those who, rightly or wrongly, feel that
thejr punishment is unfair and excessive. At the same time it may increase tensions
among students who are not directly involved or responsible for the deviant act.

Socio-economic background and corporal punishment. Onc argument for the
retention of corporal punishment has been that 'students who come from homes

4
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: TABLE 7.13 o :
RELATIONSHIP BETWEEN FATHER'S OCCUPATION AND ATTITUDE
OF STUDENTS TOWARDS CORPORAL PUNISHMENT

"w
lﬁ : - 154 o ' Discipiine in Secondary Schools
3
|
|
|
|
\
|

. N (
Attitude of student to caning - » Father’s occupational type i

’ . Doctor Contractor Teacher Clerk  Mechanic Labourer

‘ N= 438 1,11 374 .° 586 722 1,076 .
. % % % % % %
RS © Hateit . 0 e e 39 39 s 37 38 40
] Dislike it considerably - 23 23 2% 24 2 2
. Disikeitalitle .. .. 15 16 71 18 17
1t does pot worry me ... .. 19 9 " 16,2 20 19

. 2

| 1 .
| of lower socio-economic status -expect corporal punishment and hold in low esteem
L Ui .- tenchers-who-are- reluctant-fo-use-it; - In an-interdisciplinary study+ ~rried-out-by- s
the National Education Association (1959), it was stated (p. 68): ) : ‘
" Norm violating behaviour by lower class pupils wluch serves to
“test” the firmness of school authority may represent an expression of
the need for “being controlléd”, which is often equated with ‘being cared
for” by superordinate authority. If kicking up, talking back, truanting,
or running from an institution are dealt with severely, firmly and quickly,
the pupil is reassured, although he may complain bitterly about his.
“unfair’ and “tough” punishment or the “bad luck of being caught”
. ... Testrictive social environments such as the school, after being tested
by the norm violating youngsters, may be 12jected for failing to be strict
enough rather than for being too strict.
While this may be true of students from certain families, the attitude does
not seém to be explained by occupational status factors. On the whole, students

from lower occupational status families dislike punishments just as much as students

;
:
]
E

o " TABLE 7.14

liBLATIONSHIP BETWEEN FATHER’S OCCUPATION AND ATTITUDE
OF PARENT TOWARDS CORPORAL PUNISHMENT

Favour caning boys for serious Occupational type ‘

offence Doctor Contractor Teacher  Clerk Mechanic Labourer
1
No e 29 28 24 is 26 - 23
Uncertals o o e 5 4 s 3 4 6

' N = 1,512

.
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from other families. Furthermore, parents with different occupational statuses

‘ scem to hold similar overall views towards corporal punishment. Table 7.13,

- Relationship between Father's Occupation and Attitude of Students. towards

- “ Corporal Punishment, and Table 7.14, Relationship between Father's Occupation

and Attitude of Parent towards Corporal Punishment, fail to demonstrate any

strong relationship bétween attitude, towards punishment and social class where
father’s occupation is used as an indicator for social class.

Other indicators of socxo-cconomxc status, such as studcnts perceived family.
income, and the presence of a telephone in the home or a set of encyclopaedias
provide further supportive evidence when correlated with student attitude towards
corporal punishment—students from different (strata are consistent in-their dislike
of corporal pumshnwnt o

TABLE 7.15
RELATIONSHIP BETWEEN FATHER’S OCCUPATION AND STUDENT
~ PERCEPTIONS OF APPROPRIATE PUNISHMENTS
Occupational type

Doctor Contractor Teacher ‘Clerk  Mechanic Labourer
N:= 438 1,111 374 - - - 586 722 1,076

) Swearing and then refusing to do % % . % % Y% . %
' whnt a teacher says ’ . .
.ppropriate punishment = . . .
Do nothmg 2 3 4 3 3 3
Givena talkingto ... .. 14 12 16 12 11 1

Kept in or given extra work : ,
to do.... oes 12 12 12 13 14 11

~ Caned (if a boy) or severely‘ S )
told off (if a girl) ... - 43 44 - 37 .46 . 43 - 46

_ Suspended .. ... .. 26 25 26 23 26 25

Never coming prepared Sor % B
lessons '
Do nothing ... .. .. 6 6 6 5 3 5

Givenatalkingto .. .. 39 32 39 % 32 3

Kept ia, or given extra work . N .
todo.... 44 47 .42 45 . 50 48

Caned Gif a boy) or severely o
told off (if a gir) ... 5 9 5 9 9 10

Suspended 3 2 3 3 3 2
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‘Table 7.14 shows a slight trend towards a’stronger approval of corporal ’ .
punishment among parents engaged in clerical, trade and unskilled occupations.
Of course, parents are not the recipients of the punishment and their perceptions -
N ‘may be coloured by their ogwn school experiences. Their opmxons are not
necessarily approved by their children. . : !

‘ The argument may still be put forward that, even though students from lower |
social class backgrounds may *dishke torporal punishment with a similar intensity + \
¥ to students from other backgrounds, they are more likely to expect severe retribu- . \
. " tive punishment than other students. The evidence from the Student Questionnaire
Co does not support this point of view. Table 7.15, Relationship between Fathers
Occupation and Students’ Perceptzons of Appropriate Punishments, indicates liitle
.- diffexence in the perceived apptopnatencss of punishments among groups of students
whose fathérs are cmployc in' occupations with different earning capacities. - -

For the more trivial behavxour .there 'is a very marginal tendency for the ;
- : doctor-teacher groups to be leSs inclined towards adyocating corporal punishment. '
‘ For the more serious deviant 'behaviour, students from the teacher-lecturer-social
worker group were- distinguished by their reluctance to prescribe corporal punish-
ment as an appropriate pumshmcnt Taken as.a whole, the data provide little
" support for broad statements tq the effect that students from lower socio-economic

' backgrounds expect and “need” corporal pumshmpnt _— ) A /
Who admmlsters the corporal pnmshment? A / o /
, Delegatlon of authority tu punish corporally. ClassraZom teachers. are for- .
bidden by regulation to cane students. The deputy prmc1 al has been given the

- role of administering corporal pumshment, though in cerfain circumstances this /
power may be delegated to other senior teachers.” The effect of this regulation is i
to control the frequency with which corporal punishment is meted out to students. i
and to leave the decision regarding the severity of the /punishment to a senior !
administrator in the school. %’I’he decision whether or n/)t to cane the student is
then made under calm and reassessed conditions. Were/teachers given the power
to -administer corporal punishment, then some may be prone to administer the
cane without  sufficient forethought. Such a reaction obviously could lead to .

_ unpleasant consequence. P /

!

+ The role of the deputy *prmclpal Having the deputy prmcxpal administer / '
the punishment has disadvantages. It is most unpleasant for this person to
administer the cane, deliberately trying to inflict pain upon individuals who may |
not have demonstrated any ﬂon-compliance or harm towards him or his office.
Notwithstanding the detachmisnt which the deputy must try to assume, he may |

. often find himself in the invidious position of trying to adjudicate decisions between /"
the student and the teacher, In doubtful sntuatxoﬂs the principal must risk |
- alienating either the teacher or the student in eithei caﬂ\mg or merely repnmandmg !

| | \
’ [
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the student. - The deputy has a role to bolster the authority of- the classroom
teacher, and any apparent display of uncertainty or disinterest in administéring
the punishment th4t the teacher expects will be effected must reduce the authority
of the teacher. - The Committee recognizes that certain teachers have special
problems in conm?’lhng groups of students. While these few teachers might expect
support from school authorities in fulfilling their roles as teachers, it is unfair to
expect the deputy principal to act as a punishment agent to make up for their -
deficiencies. Other means of support ought to be made available to these' teachers. -
. The other major disadvantage of having the deputy principal responsible for
corporal pumshment is that it largely ensures that the corporal punishment will not
occur until some time after the misbehaviour. This factor, coupled with the usual
circumstances where the deputy principal has not been able to establish any rapport

- with the student, is likely to reduce the effectiveness of the punishment. Aronfreed

and Reber (1965), for example, found that with students of primary school age,
the immediacy of punishment critically determined the amount of behaviour

suppression achieved. It would seem, ignoring the philosophical arguments for- - .

or against corporal punishment that the current system of caning students is not
operating at its maximum. eﬂimency

Further delegation of authority. In most circumstances the Commlttee dis-
courages the ‘delegation of authority to administer corporal punishment beyond
the status position of deputy principal. A more widespread provision of authority

,'}’.;'_';16"7‘ ‘
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reduces the control that \the principal must have over its application. In some
_ high schools, senior masters have been given authority to caae students. While
this delegation of responsibility may ease the pressures in the duties of a deputy
principal, the net effect of this acticn is likely to lead to an incrcase in the incidence
- . of caning and to further the oppartunity of mismanaging this form of punishment.
This extension of authority is likely to prolong the dependence on corporal punish- "
‘mient in high schools. . To go further and provide teachers with the authority to_ .
wield the cane would be contrary to the findings of the Committec. In the
Committee’s judgment such an action is unlikely to be the control panacea that
some teachers believe it would be. :

~
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* SUSPENSION

The purpose of suspension ‘ o _

Some dssues relating to the question of suspension have already been discussed”

* in alegal context. It would be profitable to consider some further implications of -
* suspending students from school. : : :

Suspension serves three purposes. First,. it provides schools with a period
during which the student’s deviant behaviour may be reviewed, parents contacted
and some contract from the student to modify his future behaviour ' effected.

Secondly, it provides a means by which a disrupting influence may be removed
‘from the school. The presence of the student at school may be considered to be -
impeding the learning of the students’ classmates. ‘Thirdly, suspension may bé
viewed as a punishment and therefore either a deterrent or a retribution for some

" deviant behaviour. In terms of existing regulations; only the first function is
_valid. It would appear, however, that in many instances suspension is used‘j as a
deterrent and punishment. ' o ' o A
B " "The effect of suspension. Examination of the incidents leading to suspension
fh : outlined in- Chapter 8 suggests that the real motives for suspension in examples
. one, two, four and five were not to provide a “cooling oft” period, but were either
- to remove the tudent from the school premises so that he or she could no longer
| influence other students, or to punish the student. . If the suspension is being used
| : as a punishment for the purpose of deterring extremely deviant-behaviour, then .
’ it should be realized.that it is relatively ineffective. The students most likely to
:
|

incur this punishment are the students who dislike it least. For these students,
suspension may even; inadvertently, become a reward. Gratification may come
from being singled out for the apparently ultimate form of punishment. The
o students’ peer group may clevate him into a hero who easily manages to accommo-
date the worst that the school can do. Table 7.9, Frequency and Perceived Dislike
and Punishment, indicates that only 39 per cent of the frequently punished group
claimed ‘to “hate” suspension compared with 62 per cent of the group that had not
been punished in 1972. Furthermore, suspension was viewed with less displeasure
than punishments such as detention or a note home from' the school. Many

168 i
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Vtcachcrs may have v1cwcd these latter pumshmcnts to be relatively innocuous

compared to suspension. It would appear then that where suspension is used as -
a punishment it is not fulfilling its carefully expressed function as per the Education
Department Regulations nor is it an cffective deterrent. The major .advantage
would seem to be in its effect of isolating the deviant student from the teaching
body rather than the student body. Its greatest effect, thcrcforc, is hkcly to be an
increase in teachcr rather than studcnt moralc

- - ‘CONCLUSION

_Corporal pnmshmnt

" There is a growing trend among cducators throughout the’ world to look
askance at many of ‘the punishments that are meted out in schools. Often the
punishments are inffective, and prone to produce deleterious side effects. In many
cases f:orporal punishment fits this category. .

In principle, the Committee does not approve of corporal punishment. It
is not necessary to mﬂxct physxcal pain on students while they attend school.

" There does not appear to be any positive advantage that comes from caning a

student rather than applying some other form of negative sanction. The Committee
realizes that the rapport between teacher and pupil that is necessary for the
development-of a climate where learning may take place for its own sake w111 not

- flourish where control is maintained by the cane.

Some school systems have abolished its use for any purpose in school It is
not the deterrent that many persons have thought that it was. Furthermore,

~ corporal punishment in most cases will only heighten a student’s dislike of school

and thus remmforce the behaviour that it was meant to climinate.

School adiinistrators are expected to administer punishments in a way that
nearly all families and corrective institutions for adolescents.would deplore. Most
families govern the behaviour of their adolescent children without recourse to

_formal corporal punishment. The picture of a parent administering four strokes

of the cane on the hand of an adolescent son for some misdemeanour would seem

preposterous to most parents. Yet many of these same parents are prepared to

encourage, or at least acquiesce in, the school pursuing a policy of formally

inflicting corporal punishment. This attitude of some parents, of 'expecting the

school to punish-their child as they would not, seems unreasonable in the opinion
of the Committce.

Realistically, however, the support for corporal pumshment among parents
and the reliance among teachers on the cane as a sanction against classroom
disturbance precludes the immediate and outright baumng corporal punishment.
To do so might precipitat¢ unnecessary strain on tc‘tch;}%nt relationships.
Rather it is hoped that every effort will be made to encourage teachers to consider

alternative mgans of dealing with deviant behaviour. Caning should become;
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I over a period of years, an obsolete and gcncr_’ally disapproved means of handling
' troublesome classroom situations. S .
The Committee believes that the abolition of corporal punishment should be
“accomplished with the full support of teachers and students. The phasing out of
corporal punishment may best be accomplished by individual schools, acting on %
the recommendations of staff and studemis. These schools may already be
operating under conditions conducive to_abolishing corporal punishment. The
first stage may not achieve the total abolition but rather the exemption of upper
school students or other student groups from caning. -

Other punishmexts :
There are circumstances when punishment may be an appropriate teacher,
response to deviant student behaviour. Teacher disapproval may be registered
in a variety of ways. . Detention may be one legitimate form of punishment that
teachers may more frequently enforce as 2 means of deterring deviant school '
‘ __behaviour. However, normative sanctions such as extreme sarcasm or ridicule
d should not be used to humiliate the student in front of his peers. This form of _
punishment is in-effect disrespecting the student as.a person and is more likely to -
heighten the antagonism between teacher and student.

The alternatives to pumishment .

 Rewarding rather than punishing the behaviour of students'may be a taxing -
and frustrating job for those teachers who traditionally have cxercised a somewhat . .
_punitive role. Overnight these teachers cannot suddenly switch from one role
to the other. Nevertheless it is possible through teacher training and other pro-
cedures to encourage teachers to place less reliance on punishment and more
emphasis on rewarding positive behaviour whenever the opportunity arises.

Teachers should do all in their power to develop a sense of responsibility

= . among students. Responsibility cannot be learnt in a climate of distrust where
o student behaviour is regulated by fear of punishment. Self-discipline is most
likely to be acquired where students arc given practice in making decisions about
their school life, even if occasionally they are the wrong decisions. Recommenda-
tions regarding the development of responsibility in students are outlined in the
section of the report dealing with student involvement in schools.

Recommendations - ,
The Education Department should plan for and provide the necessary
. guidance, welfare and other ancillary staff to make possible the phasing out
of corporal punishment in Western Australian high schools in the shortest
possible time. ' ) :
During the phasing out of corporal punishment schools should resort to
that type of sanction only when other means have demonstrably failed to

[
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remedy undesirable behaviour and principals should-exercise caution in dele-
gating to teachers other. than deputy prmcxpals authomy to admxmster
corporal punishment. .

No later than 1975 the Education Department should set up a
comrhittee to review progress made in abolishing corporal punishment and
to examine the possibility of setting a definite date for its complete abolition.

The Education Department should extend the pxinciple of phasing
out corporal punishment to primary schools.

Regulation 29 should be amended to provide for students to be detained
during the lunch recess with the proviso that the period of detentlon must
not exceed one-half of that period.




- CHAPTER 8

THE SEVERELY DEVIANT STUDENT

THE CASE STUDIES

-

Introduction
In order to provide a deeper insight into the characteristics, motives and

* - backgrounds of students who are unable to, or choose not to, conform to accepted

patterns of school conduct, a series ,of case studies of severely deviant students
was initiated. While the questionnaires prepared for this study were considered .
adequate for retrieving the essential raw data necessary for the Committee’s deli-
berations, it was felt that the observations that could be drawn from personal
interviews between psychologists and students might provide a more finely etched
profile of the severely deviqnf bigh school student.
A typology of deviant behaviour

Descriptions of students liking and disliking school are probably over sim-
plifications. The . attachment to school is more than likely situationally variant,
depending on the time of day, their involvement with particular teachers, and
numerous other circumstances which contribute to their impression of school. When
students meet school situations that arouse strong negative feelings, they are faced
with three behavioural options—compliance with the authority that maintains
the situation; withdrawal from the realities of the situation or confrontation with

; the authority; and non-compliance and activism. Whether the student behaviour

!'is prcmeditated or spontaneous, the school is. obliged to react if it contravenes
‘teachers definitions of established behavioural norms.

There does not appear to exist a.typology which pemnts a comprehensive
categorization of deviant school behaviour. Many labels have been made to fit the
student identified as a discipline problem—emotionally disturbed, socially mal-
- adjusted, asocially or anti-socially alienated, mentally disordered, withdrawn, cere-
brally dysfunctioning, and so on. One model which does permit a reasoned
treatment of the question of deviant or maladaptive behaviour is that proposed by
Ullman and Krasner (1965, p. 20):

1%z
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Maladaptive behaviours are learned behaviours, and the develop-
ment and maintenance of a maladaptive behaviour is no different from
the development and maintenance of any other behaviour. There is no
discontinuity between desirable and undesirable modes of adjustment or
between “healthy” and “sick” behaviour. The first major implication
of this view is the question of how a behaviour is to be identified as
desirable or undesirable, adaptive or maladaptive. The general answer
we propose is that because there are no disease entities involved in the
majority of subjects displaying maladaptive behaviour, the designation
of a behaviour as pathological or not is dependent upon the individual’s
society. Specifically, while there are no single behaviours that Would be .
said to be adaptive in all cultures, there are in all cultures definite expec-
tations or roles for functioning adults in terms of familial and social
responsibility. Along with role enactments, there are a full range of

" expected potential reinforcements. The person whose behaviour is mal-
adaptive does not fully live up to the expectations for one in his role,
does not respond to all the stimuli actually present, and does not obtain
the typical or maximum forms of reinforcement available to one of his
status. The difference between the types of reinforcement that maintain
adaptive and maladaptive behaviour is that the latter is maintained by
more immediate and direct forms of reinforcement than the former.
Behaviour that one culture might consider maladaptive, be it that of the
Shaman or the paranoid, is adaptive in another culture if the person-so .
behaving is responding to all the cues present in the situation in a
manner likely to lead to his obtaining reinforcement appropriate to his
status in that society. Maladaptive behaviour is behaviour that is.con-
sidered inappropriate by those key people in a person’s life who control
reinforcers. Such maladaptive behaviour leads to a reduction in the
range or the value of positive reinforcement given to the person display-
ing it. : _ '

This view does not hold disruptive high school behaviour as an adolescent
disease but rather as a problem which students, teachers, parents and the com-
munity in general have a responsibility to solve. While it may be convenient from
time to time to refer to the maladaptive behaviour in terms of its supposed source
(emotional, social and so on), a more useful approach, in keeping with Ullman
and-Krasner’s explication, may be to discuss discipline problems in terms of the
degree. of deviance.

Sclecting students for case studies

The criterion used to select students as subjects for an intensive case study
was relatively simple—selection was based on the degree to which the student’s

‘behaviour interfered with the operation of the school and the learning of other

students. This approach is consistent with the Ullman and Krasner psychological
model. of maladaptive behaviour—the supposed psychological, psychiatric or
medical “causes” or bases of the behaviour were not considered since it was felt
that any casual diagnosis could only be attempted after the case studies had been
concluded, and then in very cautious and limited terms.

-
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It was recognized that a distinction should be drawn between “normal”
children who may sometimes engage in mischievous acts or make an occasional
error, in mastering developmental tasks. These children are, however, generally
quite successful in their personal and social adjustments. It would be expected
that such “normal” children would dcvclop into useful and effective citizens with
education provided to them by the school and the home, and weuld not require
any special help by child or family agencies in the school and community. The
extremely deviant child, however, is obviously atypical by virtue of the persnstency
or severity of his norm-violating behaviour.

The operational definition of extremely deviant behaviour for the purposes of
this study is as follows:

Seriously deviant behaviour is deﬁned as behaviour by students
which deviates from the specific norms of the school with sufficient
frcqumcy and/or seriousness such that its management requires the
exercise of authority beyond that possessed by the classroom teacher.

A complete description of the sampling and selection procedures adopted for
the case study investigation of discipline may be found in Chapter 4, where the
rescarch methodology is discussed in full. In brief, using the above definition as '
a guideline, guidance officers selectzd 73 students in both metropolitan and country
high schools and completed semi-structured case studies designed to ehclt a mofe
complete picture of factors associated with school deviance.

Description of subjects

Sixty nine per cent of the students reported upon in the sample were boys
and 31 per cent were gitls, By far the greater number (87%) were in the 13 to
14-year-old age group and were located in the Second Year (67%) and Third .
Year (24%) of high school. An analysis of the academic potential of these stu-
dents revealed that 66 per cent were under achieving and that 78 per cent were
enrolled in courses which may be said to have a trade or commercial orientation.
In essence, these data support evidence already presented in discussions of the

“nature and extent of indiscipline—namely that the majority of cases of indiscipline

tend to be found among Second Year, Basic level students. Boys predominate as
offenders. This is true of the more serious deviance as well as the more gcneral _
and widespread problems. . 3 '

Fighty per cent of the students reported upon were Australian torn and 15
per cent were from the United Kingdom. Only a very small percentage (6%) had

parents who could not speak English. These figurés are very nearly identical to

- the proportion of students with similar characteristics in the student population as

a whole. While ethnic and language factors may have played some part for indi-
vidual studentc in the formulation of anti-school attitudes, overall they do not
provide a consistent explanation for deviant behaviour.

The hypothesis that the students’ maladaptive behaviour could be explained
by factors associated with their physical appearance was not supported by the data.
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Of the sample /ﬁf extremely deviant Student’g_ 18 per cent had seme atypid'al

physical characteristic such as short stature, overweight or physical deformity and.

only seven per cent appeared to be self-conscious in any way about their appear-
ance. Even/for this gronp, it would be ‘a tenuous assertion to attribute the stu-
dent’s bchfaz;_our largely to this factor. While there is little doubt that the student’s
view of himsclf and self-consciousness in front of his peers could well be a cogent

.forze behind his manifest anti-school behaviour, further probing by school guid-

ance officers did not uncover that the subjects chosen for the case studies were
troubled in this respect. » S )

Not only were members of the extremely deviant group typfcal in terms of
physical appearance—a matter over. which they had limited control—but in
matters of dress and grooming only a small percentage (15 per cent) were able to
be differentiated in any way from the majority of students. Little evidence of

_extroverted or attention-seeking behaviour was therefore manifest in the subjects’

physical appearance. o
History of schooling - ‘ ;

Changing schools not only disrupts the! cognitive lcaniing of students but also

inhibits the social and other affective aspecﬂs of a student’s education. Education
in schools is not sufficiently individualized that a student may transfer from one
school to another without séme impediment to his formal learning. At the broadest

level the courses offered the new student mﬁy be different. Even where the same

subjects are available to him, his classmates may be ahead or behind him in their
schoolwork, textbooks may be different, the teacher a different person with an
unfamiliar approach, and his peers wary-and perhaps even hostile. The unfami-
liarity with this situation, at least for the first few weeks, disadvantages the student
in his relations with the others in the schocl with whom he is obliged to interact.
If things do not go his way, then it would be easy for the student to withdraw or
react aggressively, in spite of a motivation to learn or do well. Of course, most
students are able to adjust to these new situations and gradually be absorbed into
the formal routine of the school and the informal culture that’it nurtures. Some,
however, find adjustment more difficult and, where the movement from school to
school is more frequent, insecurity is heightened and the potential for displays of
maladaptive behaviour maximized.

Bearing in mind the disadvantages outlined above, it was found that, from
within the sample of 73 students, 43 per cent had attended four or more primary
schools. Eighteen per cent of students had repeated a year of schooling at some
time in their school career and 12 per cent were currently repeating a year. 'The
repetition of a year of schooling was most likely ‘owing to movement to Western
Australia from overseas or another State. The experience of repeating a year,
whether in the same school or in a new school environment, may not a_lv'vaiys have
a detrimental effect on school behaviour; nevertheless, it represents for some stu-

dents a new situation where new personal relationships must be established and -

status among friends determined.
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Table 8.1 c_!cmonstrates a predlctablc relatlonshlp A substantial number of
students who have been resident in Australia for 4 short penod of time have

-

v TABLE 8.1

plSTRIBuTION OF DEVIANT STUDENTS ACCORDING TO TERM OF RESIDENCE
\ IN AUSTRALIA AND NUMBER OF PRIMARY SCHOOLS A'ITENDED

3

\ Number of Primary Tetm of Eslg_ence in A_ustrallg‘# :

\\ schools attended 0-3years 4-Gyears 7-10years  Alllife I Total
12 Ve e e e 2 25,
34 e e e 4 2 2 28
More thand .. .. .. 2. 3 2 13 - 20
Total 4 e G e 2 7 4 60 Es

’I’hé\ disruptive effect that this movement must have on the cognitive and affec-
tive le gs of the child can be appreciated, and may well explain, at least par-
tially, the students’ unfavourable attitudes towards school and their deviant behavi-
our. Cultyral dxﬁcrcnces must surcly exacerbatc the problems of the immigrant
student.

: While
portion (22

e mobnhty of 1mm1grant deviant students wa$ noted, the large pro-
r cent) of Australian-born=deviant students whQ had attended more

_ than four pnipary schools should be v:ewed with some concern and chstlgated

further.

History of dev ant behayiour- . '

It should noted that 43 per cent of the subjects included in the sample
came to their present school with an' unsatisfactory report of achicvemed} in the
primary school. \Thirty-six per cent of the case study sample came to the high

“school from the piimary school with a known reputation as a troublemaker. These
‘percentages are. r

intendents indicates that few, if any, serious problems of indiscipline were to be

found in primary schools. Only 16 per cent of primary school superintendents

responded that senOus indiscipline problems were found in primary schools.
While the case study data do not shed light on the overall climate of discipline

{aling in as much as the sampled opinion of prirhary-super-

‘in the primary school, since the data are concerned only with extreme deviance,
“they do suggest that, jn many .cases, the symptoms of deviant high school behavi-

our arc apparent before the student reaches this institution.
Consideration of {I‘able 8.2 suggests the need for co-operation’ bethen per-
sonnel in the primary ‘and secondary institutions. More than half the extremely
-deviant students with unsatisfactory primary school reports had not, by the end of
first term 1972, becn referred to a school guidance officer or some other profes-
sional psychologlst . '
\ - -,
!

17¢




-The Severely Deviant Student ' : . 167

o ‘ TABLE 8.2 - |

. DISTRIBUTION OF DEVIANT STUDENTS WHO BEGAN HIGH SCHOOL WITH AN |

UNSATISFACTORY PRIMARY SCHOOL REPORT ACCORDING TO WHETHER
. THEY HAD EVER BEEN REFERRED TO A PSYCHOLOGIST OR A SCHOOL GUID-|
*  ANCE OFFICER . f

Had unsatisfactory Had satisfactory Unkno ‘Total

report report C !
Referred to a guidance officer ... 14 11 6 k) B
: Not referred to a guidance officer.... 17 19 6 Q2
 Toul .. D e 3 30 12 B
7 _ T

/ e
Most case study students were in/ﬁ/asié level in their corc/Aﬁbjccts.
Foor achievement is a factor associated ;with/extreme deviance. It would seem
that, in the best interests of the schogl, some screening procedure should be
instigated during the period of articulation between primary and secondary school.
Of course, it would be a memmoth task for the guidance officer to investigate
the background of every under-achicving student, but where the student’s report
indicates evidence of maladaptive social behaviour, at least precautionary notice ©
should be taken. ; ' ‘
Table 8.3, Relationship between Reputation as a Troublemaker and Referral
{0 a School Guidance Officer, indicates that, of the 29 deviant students who had
established reputations for being extremely maladaptive in the primary school
context, 14 had not been referred to the school guidance officer at the time the
present case work began. In other words, no social or psychological intervention
beyond the classroom teacher-deputy headmaster level was exercised for these
students in order to modify their maladaptive behaviour.

1
{

TABLE 8.3 .

RELATIONSHIP BETWEEN REPUTATION AS A TROUBLEMAKER
- AND REFERRAL TO A SCHOOL GUIDANCE OFFICER

T

Had a reputation Iid not Havea  Unknown Total

reputation
Referred to a guidance officer 15 1 5 31
Not referred to & guidance officer ... 14 21 7 42

Total e e e e 29  oxn 2 7

! ) i -
I

Two maj&r implications may be deduced from the evidence tabled above.
The first is that many deviant students demonstrate maladaptive behaviour before

4
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they begin high school. wai]}. g until these students reach the larger, more
impersonal climate of the high school before attempting a formal rehabilitative
programme—by which time thc students’ behaviour and attitudes towards school

* are more decply entrcnched-——ls not in either the students’ or the school’s best

interests. It is clear that the high school institution and its informal culture is
not entirely responsible for'developing patterns of maladaptive behaviour and the
negative attitudes towards school that are associated with this behaviour.

With a view to identifying extremely deviant students eaily in their school
life more . frequent medical inspections of students might occur. Students with
undiagnosed hearing, vision or speech impairments are undoubtedly disadvantaged
and more likely to be forced to adopt a negative stance towards school. For
example, some researchers have linked reading disability and underachievement
‘with juvenile delinquency., Further; somé behaviour problems may have their
origin in nutritional -or métabolic deficiencies or imbalances.

" The second implication drawn from the evidence described above pertains
to the role of secondary school guidance staff. In view of the large proportion
of extremely deviant students who had not been referred to guidance officers
or -school counsellors prior to the Committee’s enquiry, it would appcar either
that the guidance officer does not view dealing with manifestly deviant high
school students to be part of his role, or he has too many other duties that
restrict his dealings with this type of student, or that other school personnel

- such as the deputy principal,or principal mistress feel capable of dealing with

the maladaptive behaviour without referral to a guidance officer. |, ,ﬂ
. ' !
Guidance facilities in schools :
Social and emotional guldance form an important dxmension of the work
of the Guidance and Special Education Branch. Through a network of eight

metropolitan and three country school district guidance officers and 60 metro-
politan and five country school guidance officers, assistance is provided to students

with a mild degree of maladjustment. If, after interviewing and testing, the

student is found to have a deeper-seated prdblem, he may be referred to another
agency such as the Mental Heclth Services Child Guldance Chmc, through which
psychiatric treatment is available.

Currently, the school gunidance officers are stationed in secondary schools,
though their sphere /of influence extends to the contributory primary schools.
These officers are expected to spend approximately two-fifths of their time
involved in counselling primary school students.

' The responsibilities of a guidance officer are much wider than dealing With
maladaptive social and emotional behaviour. Guidance officers are expected to

‘provide educational guidance on an individual and group basis in primary and

secondary schools and to attend to vocational guidance matters of students at the

s
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late pnmary and the secondary level. These functions require him to administer.

group and individual psychological fests and to interview students on a personal
basis. - .

Because of ihese extensive duties, a guldance oﬁicer, a/t the present time,
can oplyg be peripherally involved in questions of school discipline. Obviously,
velatively trivial and isolated infringements of school rules do not warrant his
involvement. If, however, a student has exhibited serious instances of maladaptxve
behaviour, then the professional training of the guidance-officer should be utilized.

If remedial action (other than' punishmient) is needed, then the guidance officer is
*m a position to advise school admmxstrators of outside services available.

The guidance officer has a umque posnuon on the school staff. Usually he has .
- no classroom commitment other than involvement with remedial education pro-
grammes. His role ought to allow him to develop a strong rapport with students
and thcreby allow h.up to make “more positive contribution to the maintenance
of & more Telaxed school climate.:

The problem of control which may often strain rclatxonshlps between teacher

- and student, is non-existent for the guidance officer. Free from this constraint,
he might be able to assess accuratcly the factors-contributing to a confrontation
between student and teacher. Coupled with- this 1mpart1a11ty is his training in

ce
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mental health. These attributes” a! ght to allow him to play a posms iIOIf in.
mediating’ discipline disputes involv g ex\tremelv maladaptive students. v
The setting up of a special class for maladaptive students may be a means of —
" coping with severe discipline problems This practice is currently being gffected -
for primary school students by the Gundance and Special Education Branghof the
v Education Departmcnt A similar programme, based on behaviour m 1ﬁ ation
- _ and positive reinforcement, has been successfully implemented in the United States”
(Stravelli and Sykes, 1972), ‘thereby providing an alternative to suspendingdis-
ruptive students. Proponcnts of 'this scheme argue that suspension prov;des\ no
behavioural substitute for. the maladapnve behaviour, -whereas a’ special guldaé:e
class provides a new sntuatlon where 'substitute -behaviour can be learnt, and
student s still in school. Developments such as this underline the need for guidy
ance officers with substantxal training in clinigal psycholpgy ’ | \
‘Withdrawing the extremely deviant student from the classroom at the onset of \
the maladaptive behaviour has Certam édwntages to recommend it. The eﬁcct of :
- _ this action, if properly managed, is to remove the student from the source of his \-\'.
IS gratification, namely, the approval of his peers.. From a teacher’s point of view
TN this action. removes the tension and respons:bihty of doping with the studént and '
" allows him quickly to' resume his normal. teaching duties. Of course itiis not
- sufficient merely to send a student outsxde the classroom and forget about him. \
Some other staff member must assume responSbehty for the student. Guidance .
oﬁcers, form masters, year masters and’ ‘tutors are some of the pe’rsonsi in the \
school who through their less formal contacts with students may meaningfully SR
‘counsel them and* allev:ate the problem. | Facilities must be provided in schools i
where these. students and staff members may meet if the scheme is to be properly = L
effected. ‘
Some sﬂéols have reported success when dealing with troublesome Students o
along the lmes outlined above.
/ ’ ' o i ' \

Q)

Recommendatmn o S L
. The Education Depanment should examine- measures for remedying discipline \

problems by providing. facilities within the school to which extremely deviant .

students may ‘be withdrawn for special supervision and counselhng - :

Conclusion. An exammanon of the educational histories of students who

_ exhibited extremely deviant behaviour in high school revealed that almost 50 per

‘cent had’ a history of unsatlsfactory perfo:‘mance in the primary school. Thirty-six

- per cent,of these students came to secondary school with a known reputation as a
T troublemaker. What is of most concern with respect to these students, however, is
' that only 48 per cent were ever referred to a guidance officer for special testing or
i exanm;juon ‘In effect, it would appear that there is a need to apply remedial

mEsuges at a much earlier timé than is usual at present, particularly when the .
behav:our is evxdent in the primary school. These remedial measures ought not be ) .,

."}
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confined to students who overtly rebel. Withdrawal on the part of the student

while often less disruptive fo others, may have just as severe consequences on his
cognitive learning and social adjustment. It would appear that, by the time many
students have reached high school, it is too late to apply remedial measures with

- any hope of success. These students by this tlmc may have disaffected other stu-

dents with then' example.’

Recommendaﬁon :
The Education Department should take steps to ensure an extension of the

‘work of gundancc officers and an increased frequency of medical examinations.

These could give particular emphasis to the identification and modification of
specific learning difficulties and to extrcmcly maladaptlve behavnour among children
in pnmary and secondary schools. ’

R *

. CASE STUDY DESCRIPT TIONS

Anm apprecxatnon of the nature of the extreme behaviour. of certain students
in high schools is unlikely to be gained from perusing tables of statistics. The
descnptlons that follow give some perspective. to the sort of incident that provokes ‘

_extreme sanctions from school authorities. .

" - The accounts:are drawn from two sources—the Education Department School
Welfare Section and the case studies completed by guldance oﬁicers for the

_ consideration of this Committee.

All of the names of persons involved in the mcxde/ts that follow are
fictitious though the rest of the comment is a verbatim tramscription of the

‘writteh accounts compiled by school administrators ‘and guidance officers.

Examples of deviant behaviour :
_ The following examples of deviant behaviour have been selected from the
case studies drawn up by guidance officers. They have been selected because

 they illustrate well the wide range of types of deviant behaviour with which

teachers and administrators are confronted. In each of these cases the sub]ects
have displayed a history of deviance aad it should be re-emphasized that the
behaviour of the subjects is quite atypical. Reactions on the part of teachers to i
behaviours such as those reported below consume an inordinaté amount of
their time and. energy that would better be expended on the promotion of student
learning. . .
: Kerry

Consider the following éxtract from the case history of Kerry. This case

study is somewhat atypical in that it focuses on a girl. Nevertheless, the description

of her behaviour is simila other reports of the-aggressive anti-social actnvntlcs

of a few 14 and 15-year sfemale students in Westcrd‘ Australian high schools.'

ced " 7 e




_ to “get out” as soon as he ceuld.

: school.

Ll

178 - L . Discipline in Secondary Schools:

Kerry was a persistent troublemaker at' primary school—rude, -

insolent, aggressive. She was involved in fighting with other girls after
school. . She organized a gang to sfeal from houses in the area. Alcoholic
drinks were stolen for their-boy friends. - Kerry was the leader of a _
high school gang while she was in Grade 7. Bottles of champagne

‘were stored in school lockers. When interviewed by the police thg

subject said she didn’t drink the champagne as she didn’t like it. Kerry
was -caned several times by the primary school first mistress for defiance _
and wilful disobedience. At high school she was often sent to the first
mistres$ for rude_ classroom behaviour, especially .with two young male
teachers. Younger female teachers report that the subject réquires
careful handling, for she becomes aggressive when the teacher becomes
annoyed or makes strong demands. Her teachers believe that it is
best if slight infringements’ are ignored. Kerry says she is a “bikey

girl” and physically fights with other girls. She expresses strong dislike

of school. -

The case study of Alan provided one of the few descriptions of physical
violence being used by a student against a teacher. .*'though one must be careful
in ascribing explanations for the isolated classroom skirmishes of the type described
below, a careful analysis of the full case study report.cannot fail to impress the
reader with the intensity wi&:;l]lich the subject disliked schools and his ambition

Alan has wanted to leave school:since he was thirteen. He is
passive and withdrawn, refusing all offers to take part. - In the classroom
he is actively "disruptive, thereby pfeventing others from working.
Typically, Alan,is sent to the deputf head after confronting a teacher.
Consider Alan’s version of this ificident. The science teacher, after a

. lot of minor incidents, “gave me ‘a back hand dcross the head and
threw me around the class by the hair. I pushed him back and grabbed
him by the tie. Then a girl went to get the deputy.” The deputy. has
remove an from the classroom situation and he is at present working
by himgelf in the library all day. - o

" Robert ) )
The reversal in behaviour patterns after transition from primary school to
secondary school is a f&lre ‘of the third case study report. Thefe is little

-

* explanation provided in the report on Robert for his deteriorating conduct at

school. Certainly the case study reported in rather unclinical ferms leaves no
doubt that Robert had, by Second Year, become completely antipathetic towards

Robert was not a problem at primary sch%ol, where he was _
regarded as”a keen, industrious student, co-operative, well adjusted
and socially mature. However, at high school he has failed to settle
down. Reports from his teachers refer to his lack of self-control and
erratic attitudes. He has become lazy and irresponsible, with results

- becoming progressively worse. He has been found to be dishonest and
sneaky. Offences include stealing, interfering with lockers, aggressive,

Y
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disruptive classroom behaviour, fighting and nuisance phone -calls to
‘a member of staff.
The. subjects in the Three_case studies cited above were all low achievers
and, in being, so, cre typical of most of the 73 students identified as extremely
deviant by the school guidance officers who wrote the case studies.

Brian.

: The following case is not that of a low achiever. The subject’s maladaptive
- behaviour is not confined to any particular teachers. His deliberate baiting of -
teachers, particularly -in front of his responsive peer group, characterize his
behaviour. When the means by which his ego is gratified is thhdrawn and he

is separated from his anti-school clique, his behaviour responds accordmgly

Brian has en]oyed deliberately disrupting classes to antagonize
teachers whenever he is able. He does this by—

(1) Sitting quxetly but refusing to do anything, then coming
-out with-a “smart alec” retort when the teacher queries
his attitude.

- (2) Passing other students “things” around the class until the
student in exasperation disturbs the class and is usually
reprimanded by the unobservant teacher. It reached the
stage in Second Year that most students dreaded sitting
next to hlm The “no fighting” school rule and his
group of “cronies” protected Brian from retribution.

(3) Sometimes Brian and his group decide to give a weak
teacher a “fair go”. They find to their surprise that¢”

T the teacher assumes that they have weakened and puts

' pressure upon them so that the truce does not last long.

(4) He quickly recogmzed which teachers can be played upon

and which to leave in peace. This year the challenge of

remaining in Advanced levels is keepmg ‘him busy and
separating him from his “cronies”.

Descriptions mvolvmg suspension

The following accounts are drawn from the correspondence ﬁles of the Educa-
tion Department School Welfare Section. These indicate the types of behaviour
which precipitate suspension by principals. Three of the students in the first six
incidents are female. All involve lower school students.

Example 1

1 wish to report that I have suspended Tony Rmaldo

This action was precipitated by his refusal to submit to corporal punishment
for wilful and persistent disobedience. A group of boys had been repeatedly
warned about their increasing rowdiness in moving from one class to another at
change of periods. Two boys were seen chasing arourd a verandah post, and then
out onto the playground I regard this as a minor matter, but one deserving mild
pumshment in-view of thc repeated wammgs One boy submitted to the two
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'strokes of the cane, .but Tony refused to do so even after a long discussion, and

later in the presence of his father, who tried to convince him of the need to.take
his punishment. : o

I suggested to Mr. Rinaldo that he take his son with him and talk to him
during lunch-time about the ‘necessity to accept the authority of the school. If he
could persuade Tony to return and take his punishment, he could go back into
the classroom without anything further being said.- If he would not accept the two
strokes of the cane punishment, then I would have no alternative but to suspend
him for refusal to accept the authority vested in me by the Education Department.

I stressed that the suspension was not for the relatively minor matter for Which he

was to be caned. .
I 'wish to supply some further details of this boy’s behaviour.
(1) A few weeks ago Tony Rinaldo and two other boys came to the
- school on a Sunday afternoon and together they participated in
causing the following damage: :
(a) Slashed seven fly screens on the new laboratory.

(b) Opened a fuse box, removed most of the fuses andA

scattered them. ‘
’ (c) Broke a rain gauge. ‘
' . (d) Broke a fly screen in the classroom and scattered books
on the floor. . : o
(¢) Wrote abusive comments in chalk on the outside brick-
work of the school. Tony Rinaldo. has admitted that he
. wrote, “Mrs Crown is a S
(f) Firewood and bike racks were placed as barricades across
driveways. . :
(g) A tree was broken and plants were pulled from the
garden. . ‘ :
(h) The school bus sign was pulled out and placed in a tree.
(i). The school letter-box was extensively damaged.
The above vandalism was reported to the Department in my letter of 24
June, and the boys are to appear in a local court on Wednesday, 23 July.
At the time, I discussed with an officer of the Welfare Branch what action

would be appropriate. He suggested the possibility of suspension, but we decided

that, as thef police were taking action, this would not be necessary.

2) Late last year Tony Rinaldo was one of several boys who brought
"\ beer and wine to school and drank it in the school playground
uring lunch-time. This incident was discusséd fully with my
superintendént at the time. . :

As the boy is fifteen in two weeks’ time I recommend, for the good order and
discipline of the school, that he be required to leave. .
Example 2

Today I have suspended from school a Year 3 girl named Margaret Hensman.

Yesterday afternoon she drove off at lunch-time in a car with three youths.
They went to the home of one of these youths. During the afternoon she admits
having had intercourse with two of them. -

I delivered her home to her mother this morning and told the mother to keep
hcr at home until I notified her that the girl could return.

A
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I shall contact the mother shortly and discuss with her the possibility of the
girl doing private study at home till the end of third term. There are at least two
girls in the school who positively know all the details of the episode, and no doubt
many others already know, or soon will know, the details also. I think it would
be better for the girl, the family and the school if she did not return, Her prospects
of gaining a Certificate are dismal. : B

Example 3

1 wish to report that I have suspended Marie Clark. This action was made
necessary by the following behaviour. :
Insolent to staff—dislikes being disciplined. ‘
_ Abusive to fellow students.
Threatens to fight peers. .
Refuses to wear hair tied back.

Some of the more. “outstanding” incidents.
9 March Put off school bound bus—insolent to driver.

23 March Did not bring equipment to home science. ‘
. When the teacher suggested that she might like to drink the soup that
she had made Marie answered rudely, stormed out of class and went
home. : ‘
When pursued by a staff member she refused to return to school.

16 April Fought another student on the homeward-bound bus. Parent of victim
reported matter to police and school. ‘

6 May Scratched remarks onto toilet door—insulting another student.
. Later in day—slapped a girl on the face. o

17 June Accused another student of damaging her watch. Threatened to “belt
her up” after school. After discussion out of class—Marie agreed %hat
her accusation could not be justified. '
On re-entering room, one student passed a remark, and the teacher
asked her where her books were. Result—hit the former on the face—
,sent out, slammed door on teacher’s hand.

18 June On way home from school, Marie threatened a Second Year student
and used abusive language towards her. ’ -

19 June Durilng recess punched the same girl (18 June) on face, injuring .

’ her lip.

14 August Used abusive language to staff members, Refused to do as she was told
—struggled violently with two lady staff members—abused the deputy
_principal and stormed out of the school. )

Example 4 ~ X _

I wish to inform you that last Friday at 2.30 p.m. Tan Patlov’s behaviour was
such that I told him to gather up his books and go home. Later his father visited
me and his attitude and his criticisms of the teachers of this school were offensive
and so I dismissed him and told him not to send his son back here. It was well
after 4.00 p.m. before he left. - :

This was the culmination of misbehaviour over a long period, but more par-
ticularly it was due to the decided and continuous deterioration over the last three
months. ’
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’

I would report the following about his behaviour during the last fortniéht:

(1) He has refused to apologize to two teachers for bad behavicur and
. l;as not attended their classcs. This despite suggestions and advice
’ Yy me. ’ T
(2) He has continually dodged periods of work and absented himself
from the private study room. -

(3) He has absented himself from school for 24 days. He produced a
note covering his absence, but only under pressure. ‘The boy
admitted in the presence of his mother that he wrote this note and
she commented that it was a good counterfeit of her writing.

(4) On Thursday, 23 October 1969, Ian was seen in suspicious circum-
stances interfering with clothing in the boys’ change room at 11.45
am. Money from eight sets of clothing to-the value of about $8
was stolen about this time. He should have been elsewhere. My
suspicions were such that I called in the police.

(5) He has lied continually to his teachers and to me.

(6) He has been a deliberately upsetting influence in his classes.

(7) On Friday morning, despite the trouble of the previous day, he
absented himself from Science A and mathematics and arrived in
‘the craft room at 9.15 a.m., where he stayed until 10.30 am. I

. caned him for this. ) S
(8) On_Friday afternoon, Period 6, when he should have been at
- mathematics, Mr. Kirkwood—who had visited the room for another
purpose—saw a boy cufting a name into a newly painted work-
bench. When approached he found it was Patlov who had
_ scratched LE.P. in inch-high letters right through the new paint
and into the wood. Mr. Kirkwood escorted the lad to me. Tried
beyond endurance, I told him to pack up and not to come back.
The Patlovs have been contacted several times by the school in regard to
their son’s poor attitude. The father’s attitude is that the son is not a liar and
can do no wrong. It is the teachers who are at fault and all of them have a set
against his son. The teachers’ complaints are lies. His wife telephoned several
teachers over the week-end ostensibly to gain evidence against me. She even
went 'so far as to suggest to one teacher that Mr Kirkwood did not see her son
cuttifig letters into the bench but only saw him tracing letters already there.
He is a very upsetting influence in the classroom. For this reason and

f(;t llllls extremely bad attitude I would ask that he be suspended for the remainder

of the year. ) . )

Addendum

Tan Patlov visited the school on Monday at about 11.30 a.m. to collect his
art folio. When he found that Mr Kirkwood and I were absent he wafted until
the lunch-hour and did his best to make himself a hero and to stir up a rowdy
clement (with some success) against the school. - .

Example 5 . _
At :l;;proximatcly 2.55 p.m. on Thursday, 18 November, Miss Paul inter-
n

cepted Cook (Second Year student) aged fourteen loitering outside the
main school office where another student, Karen Glover, had been placed for

7o
. ¥
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disciplinary reasons. The reason for his loitering was to give a watch to Glover.

The watch was taken from Glover by Miss Paul and Cook told to go to his
classroom (where he should have been). '

- Miss Paul entered my office to report the incident and pass over the watch.

. Cook soon followed. Without knocking, he rushed into my office demanding

the watch. When I questioned him as to why he was out of his classroom, he

shouted abuse and foul language at me personally, in the presence of Miss Paul

and clearly audible to the two secretaries, and another staff member. A variety

of abuse was used but the expression (addressed to me) “You're an —” was
repeated frequently in very loud tones. - .

‘T requested Cook to leave my office. He refused. I ordered him to “get
out”, bit he stood firm and continued shouting foul language for all to hear. I
told him that he was stood down from attending further classes and to wait
outside.

As I rose from my chair; Cook slowly but reluciantly made ﬁis way outside
—still shouting “—", “Bloody —”, etc., in full hqarin& of the ladies mentioned
and this time in hearing of student Karen Glover. ‘

He remained outside for only a few minutes, then burst into' my office
again, shouting, “I want my watch.” He repeated this at least a dozen times.
As he had obviously lost control of himself, I told him to go outside, cool off
and I would see him at 3.30 p.m. and return the watch. To this he replied with
a further tirade of abuse and foul language. ;

He left my office still shouting and swearing back. The teachers watching
on were visibly upset by Cook’s conduct. :

Some ten minutes later when I was talking to a group of boys on the lawn,
Cook aPpeared again. He demanded his wqtch with threats and many repetitions
of “—" in frontcof the-other students.

I told Cook that he had been stood down from school classes ‘and to wait
quietly until the school day was complete and I would interview him then.

‘At 3.30 p.m. I walked from my office to look for Cook. He was leaning
against the wall smoking. I approached him and suggested that on his way
through my office fo collect the watch he should apologise to the ladies for his
,Maﬂs'égc- s
' Cook did this without persuasion. I returned the watch to -Cook and he
‘left the. premises.

\ Cook has a bad record of conduct, he has- been a disruptive influence for .
a long time and on many occasions he has adopted a very aggressive attitude
‘to teachers Who question his insolence.

During the incident described above, I exercised restraint and tolerance—
at no time did I use force or threaten Cook in any way. He was not given
corporal punishment. ‘ .

If .Cook is ‘permitted to return to this school immediately there is no doubt
that a similar incident could occur again. His previous conduct indicates this.
However, there is some ‘doubt whether I (or any other staff member) could -

exercise the same restraint and tolerance on a future occasion. :

To place teachers and secretarics or other employees in a position of such
extreme provocation again is an untenable situation and should be avoided at
all costs. 4 It can be avoided in this particular case by the suspension of Cook.
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Example 6 . :
I have today excluded from this school a girk Janet Price whose hair was
not tied back in accordance with Regulation 19 (1). The circumstances are as

follows: .

Shortly before morning recess, Janet and another girl were sent to me by
their class teacher for not having their hair tied back. I gave them each a piece
of soft string—all I have which is suitable for the purpose—and requested them
to fasten their hair. They did so and I then sent them back to class.

At morning recess both girls left the school grounds without permission,
went to Janet’s home and returned with Janet’s father, who refused to allow
Janet to tie her hair and would not listen to the regulation on the subject. In
the circumstances, I said I would not accept her long hair left loose and requested
him to take her home. "

He asked me to J)ut this request in writing, which I refused to do. As Le
insisted that he would not leave the premises except on this condition, I was .
abliged to call for police assistance. A constable from the local police station
came to the school at about noon. Mr Price then left, taking Janet with him.

I took this action in accordance with Regulation 54, paragraph 2A,
section (iii). - :

- REASONS FOR SUSPENSION .
A breakdown of suspensions for 1971 according to the type of offence
leading to the action is shown below. Table 8.4, Nature of Suspension Offences

- for 1971, indicates a rather significant trend. A large proportion of suspensions

are incurred by students who demonstrate serious out-of-classroom behaviour.
Deviant behaviour from students inside the classroom is not usually an immediate
cause of suspension. : ,

TABLE 8.4
NATURE OF SUSPENSION OFFENCES FOR 1971 B

1. Offences against other students .
Fighting with other students ... =~ ...
Aggressive  behaviour e e .
Assault on younger students .. .
Stealing

W oW e

2, Offences of sexual deviance
Obscene language ... e 4

3. Individual .offences
Drurkenness ... we 1
Smoking e 4

4. Offences againet property
Damage to school property ... ST |
Trespassing ... e e e e e e ,
Detonator in school ... e 1
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S, Olences agalmet awthority and school order
Bomb hoax "
Nuisance in class
Insubordination
Disruptive influence ...

Truancy
Deliberate disobedience
Libellous gossip about teacher
Threatening teachers ....
Rudeness '

d ek h \D A 00 S I

Several pertinent observations may be made of the incidents leading to
suspension,” First, most school administrators view suspension' as a ‘punishment
serving a retributive function. In the first case the issue came to a head over the
question, of whether the boy would submit to corporal punishment rather than
whether the boy would give assurances of future good conduct. The motive
behind the suspension was the maintenance of “the good order and dlsmplme of
the school”.

A second observation is that, as. a pumshment suspension was. not actxvely
deterring students from misbehaving. In the fourth incident, the student con-
cerned was able to flaunt his immunity from school authority before other students,
Further, the student had parental backing during the investigation of the incidert
leading to the suspension. ’
. Not all iricidents described above are of equal severity, nor may all havc been

handled by school authorities as adroitly as they might have been. Example 6,
for instancepappears to provide an illustration of a minor incident that has been
magnified out of proportion. Several of the incidents were, however, unmistak-
. ably of a serious nature. - It is difficult to see how the suspension of students for
short, pre-determined periods will have any reformative or deterring effect. This is
especially the case where parents, in the face of conclusive evidence of student
guilt, choose to side with their child. The Committee feels that parents must
realize that they still retain a rcsponsxbxhty for their child while he attends school.

Exemptions from school

Nuimnbers of exemptions. There are many students located in Third Year
_ high school Basic levels who are waiting with anticipation until the day they are
* legitimately released from the compulsion to attend school: The future goals of
material success through further education are not as real as the rewards of
receiving a first pay cheque, no matter how relatively meagre its contents. Students
cannot be forced to learn at school though with little effort they can prevent others
from doing so. It is not surpn;mg that, for some students, limited motivation and
the knowledge that, in a matter of months, they will be leaving school minimize
the pressures to conform to behavioural norms. These studcnts unduly tax the

g
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teaching resources of teachers and the school is responsible for their education and
well-being. Their punishment for various infractions of school rules is hkcly to
heighten an already intensé dislike of formal education..

For this group of malcontented students who cannot gain from further school
experience and for ether students who would benefit from permanent out of
school employment,a system of spccxal exemption from school was iritiated after
the introduction of legislation raising the school leaving age to the end of the year
in which they turn 15. Principals were advised that students who had definite job
prospects, paréntal” appfoval and whose best interests s;:cmcd likely to be served
by full-time employment should be granted exemption .from further schooling if
all relevant circumstances were forwarded to the Welfare Branch of the Education
Department. Table 8.5 Exemptions from Further Schooling, 1963-1971, details
the trend of applications and approval for exemption.

TABLE 8.5
NUMBERS OF STUDENTS EXEMPTED FROM FURTHER SCHOOLING BY YEAR

1963 1964 1965 1966 1967 1968 1969 ‘1970 1971

Applications received = ... 349 343 559 811 2,319 2,236 2,547 2,372 2,195 _
Approved males ... . 246 251 37 415 1,289 l 243 1,370 1,239 1,116
Approved females R 53 54 12{ 296 . 952 943 1,125 1,094 1,042
Not approved males 32 28 61 ) SO 30 24 17
Not approved females ... 18 10 36 39 47" 16 22 15 20

Although exact information is not available, the majority of exemptions
(some 90 per cent) are granted to students in their third year of schooling,.in
many cases towards the end of that year. The fact that studenis must be 14 years
of age to be eligible for an exemption virtually ensures that the majority of
students would be in their third year of secondary education.

Table 8.5 indicates that substantial numbers of exemptions are given. In
fact, some 14 per cent of an age group are currently given an exemption. This
policy undoubtedly has an impact on amelloratmg tensions in high school class-
rooms. Maladaptive behaviour ‘is not a category used in classifying th¢ motives for
application for exemption; however, an analysis of reasons submitted revealed that
the large majority of students gain exemptions on the grounds “of lack of academic
achievement, a condition concomitant with maladaptive behaviour.

Further opportunities. The Committec is conscious that opportunities for
formal education for these students should not end with their departure from high

school. The value that our society places on accredited attainment at school may '

well be brought home to many of these students when the initial exuberance of life \
in the adult world has worn off. Table 8.6 below indicates that the majority of
students exempted from school are channelled into unskilled jobs, many of which
provide discouraging prospects for a full and satisfying life ahead.

3
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: “TABLE 8.6 . - :
JOB PROSPECTS FOR STUDENTS EXEMPTED FROM SCHOOL BY YEAR

1963 1964 1965 1966 1967 1968 1969 1970 1971 -

4 \
Skilled—semi-skilled  ap- . h ' :
prenticeships ... .. 106 ° 81 231 269 846 684 775 748 631
Unskilled ... .. - 170 196 241 © 328 1,381 1,152 1,254 1,184 1,155
General ... e 23 28 27 14 14 377 466 401 2

Total ... .. .. 299 305 499 711 2241 2,186 2495 2,333 2,158

K

Every encouragement should be made at school to acquaint students about
to be exempted from school with the availability of technical and adult education
facilities available in the community before they complete their stay in high school.
Hopefully, many will return and take advantage of these educational resources

that can help compensate for the limitations of their secondary school cxp}.rience.




s CHAPTER 9
Voo ~ THE SCH_b(?L AND ITS ORGANIZATION .‘

.} ' ,"‘ .

- \/ ' Thé study of organizational structure has long been of concern to social
L © scientists. Much of this concern has been directed towards determining the
relationships between the structural features of the organiZation and the adjustment

of individuals within it. Mackay (1964, p. 1), in discussing various studies that
Mase been made on the nature and cffect of organizational structure, states:

- Basic to all of the studics has been the assumption that the
o behaviour of individual members of the organization is in some way
’ L rclated to the structural framework within which they work. Indeed
, , : the very usefulness of research intd organjzational structure depends
| [ ‘ ) upone the existence of relationships between b havioural factors and
! structures. . . ‘
Hf cducation, as in cther fields, research and opinion suppdrt the contention that
the nature of the formal organizational.arrangements, the physical surroundings,
the administrative patterns that ar%aadoptcd, as well as informal associations and

. arrangements that may* devglop, Bave a direct effect upon the behaviour and
r performance of persons if afi institution. - I .

S -~ 'This chapter deals Wl‘ Isomc aspects of theschool and its organization. In
its deliberations, the Comiifttec considered that there was sufficient evidence to

justify the belief that such tters as the gronping of students, school size, school
government, and plant have a direct earing upon the quality of student behaviour
and teacher/student relationships within the school. .

———_

L ORGANIZATION IN GENERAL ¢ /
The school in the system o .
- .In other chapters of this Report, reference is made to the &ast changes that /
have occurred in secondary education in Western Australig since The time of World
War II.  Within the last 25 years, high schools, in this State have changed from
~elitist organizations catering for the privileged, academically able few to compre- !
!‘ hensive, co-educational centres providing a broad general education for all. .
' children in the lower schooly-and for all those who wish to take advdntage of
s an extended education in the upper school. Gone, too, is the narrowly intellectual |
\ approach and, in its place, under the influence 'of the Achievement Certificate.and
' ° jts attendant organization, there is an emphasis df)n tailoring an education to suit
the particular needs and capabilities of each child. '

T T
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Organizationally, the direction and control of Government secondary schools
is the rrsponsibility of the Director of Secondary Education. Within a centralized
state system, he is responsible for the staffing and operation of all senior high and
high schools and the secondary departi.ent of junior high schools. Under this
system, all decisions relating to administrative matters are centralized under the
Director, but recently, following implementation of the Dettman Report proposals,
more emphasis has been placed upon giving a greater range of decisional autoncmy
to principals in matters of an instructional nature.

Appointments to secondary schools

Secondary schools in Western Australia are under the control of a principal
who has graduated through service in thé various ranks of the promotional positions
in the Secondary Division. The following are, in order of status, the various
promotional positions in secondary schools:

Principal

Deputy prmc1pa1/prmc1pal mistress
Senior master/mistress
Master/mistress

Promotion to any of the above positions in the Secondary Division generally
requires service in the position immediately preceding it and no provision exists for
accelerated promotion for demonstrated administrative capability or excellence.
Apart from certain academic requirements, which do not include qualifications in
administration, promotion occurs step by step as vacancies occur in the next lzvel
of the hierarchy. All positions below the level of principal are subject to appeal
to the Staie Government Teachers’ Tribunal. Recently the implementation of a
promotion list for the position of principal has removed recommendations to this

-~

. position from review by the Tribunal.

Flexible class grouping » o )

The implementationi of the Achievement Certificate has brought with it
changes in the administrative organization -of secondary schools. Under the
influence of the Dettman Report, a multi-level structure is now adopted for the
core subjects of English, mathematics, sciénce and social studies and a unit
approach for most other subjects. Coupled with this multi-level approach in the
core subjects is the administrative device of cross-setting.

Effects of grouping. The Committee sought to determine whether or not the
variety of level groupings and the constant changes of classrooms for instruction in
the various subject areas had any effect upon student adjustment to the school
situation. In the unstructured sections of the Teacher and Administrator Ques-
tionnaires, the opinion was expressed by some that the constant shifting of classes

- at period changes provides opportunities for acts of indiscipline and has an_
: unsettling effect upon students because they have to adjust to constantly changing
\SFoups. Responses to individual questionnaire items substantlated these opinions.

\ , ’
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Teachers indicated that arriving unequipped or late for lessons were student
behaviours that they perceived to be most troublesome and increasing in incidence.

In order to assess the effects of changes in grouping from subject. to subject,
students were asked in their questionnaires, “Does having to split up into different
groups for each subject worry you at school?”. Table 9.1 sets out the percentage
responses of students in the first three years of high school.

TABLE 9.1

L N .
STUDENT RESPONSES TO QUESTION, “DOES HAVING TO SPLIT UP INTO
DIFFERENT GROUPS FOR EACH SUBJECT WORRY YOU AT SCHOOL?”

Year 1 Year 2 Year 3

Response N = 1,407 1302 - 1,298
. . A A A
Yes, 1 do not get to know my classmates and teachers well 8 5 3
Yes, I am separated from my friends 18 10 8
Yes, it is a nuisance ... ... 4 4 3
1t does not worry me one way or the other .. 23 37 42

No, I enjoy mixing with different groups ... ... 41 41 41

The majority of students say they are unaffected by the constant changing of
groups for instruction and, as students move through the secondary school, this
changing of groups becomes Iess of a worry to them. Reference to the two
categories, “It'does mot worry me one way or another”, and “No, I enjoy mixing
with different groups”, shows that together they attracted 64, 78 and 83 per cent
of responses in the three years respectively. A corresponding decrease may be
observed in percentages for the other categories combined—30, 19 and 14 per cent.
" While a majority of students in each year state that having to split up into
different groups for each subject does not worry them, there are still numbers of
students, particularly at the First Year level, who find the practice disconcerting.
In the first year, this may be attributable to the transition from primary to
secondary school with their contrasting instructional patterns. One would expect,
however, that by the second and third year, the effect of transition would have
considerably diminished. The continuing responses in each of these years would

. appear to be attributable to other factors. : :

In the analysis of responses to the Student Questionnaire, a comparison was
made of the responses of those students who were at Basic level and those who
were at Advanced level for all four core subjects. While these groups account
for only 5 per cent of students in the sample, an examination of their responses
does suggest reasons for the concern that some students expressed with regard
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to the splitting of groups for instruction in the various subject areas. Table 9.2
sets out percentage responses for these two groups of students for the question,
“Does having to split up into different groups for each subject worry you at
school?”

TABLE 9.2

RESPONSES TO QUESTION, “DOES HAVING TO SPLIT UP INTO DIFFERENT GROUPS
FOR EACH SUBJECT WORRY YOU AT SCHOOL ?"—BASIC AND ADVANCED GROUPS -

- Responses Advanced Basic
N = 491 216
. % %
-, Yes, Ido not get to know my classmates and teachers well 2 14
Yes, I am separated from my friends 7 14
" Yes, it is a nuisance ... - . 1 4
It does not worry me one way or the othcr 42 . 27
No, I enjoy mixing with different groups ... 45 36

- Responses in this table indicate strong differences between the Basic and -
Advanced groups of students. For the first three responses, those showing concern
at the splitting of groups, the. Advanced level show a total of 10 per cent, whereas
the Basic level group responses account for 32 per cent. These figures indicate
- that a significant prcportion of students Basic in all subjects are disturbed by the
constant change of instructional groups. The figures for those students unaffected
by changes in groupiug support the above trend. In the Advanced group these
responses account for 87 per cent as compared with 63 per cent for the Basic level
group. While this analysis refers only to those students who are Basic and
Advanced in all four core subjects, an analysis of all Basic level responses shows
a similar trend. : )

While the Committee is mindful of the considefable advantages that accrue
to a multi-level approach to curriculum construction coupled with the administra-
tive device of cross setting, the evidence gained from student responses suggests
that, for certain students in Basic level classes, such arrangements may have a
‘detrimental effect upon their learning. These students may require the security
of belonging to the same group for most teaching/learning situations and may
find the emotional attachment to one teacher a source of security within the school.

Q | . f YMHQS
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PASTORAL CARE IN THE HIGH SCHOOL

Introduction _ , ' ‘ g
The need to provide for a greater degree of decentralization of decision-
making within the school on matters of pupil care and guidance has been recognized
in a variety of reports dealing with secondary education. The Spens Report (1938)
recognized the need in schools for measures that would allow for a greater degree
of individual student care and guidance. In addition to measures of administrative
decentralization, such as the use of a “house” system, it advocated the use of a
“tutorial” system in which tutors would be responsible for keeping close contact
" with a group of 30 to 40 students, and for the supervision of their in-school
progress and out-of-school activities throughout their whole school career. The
Report described the benefits associated with the scheme as follows (p. 204):

We think it probable that such tutors gain a view of their pupils’
development more general thzn is possible for form masters or mistresses, -
and more intimate and detailed than heads of schools can hope to attain,
and that they would as a result be able to advise the pupils in their

-, charge-as to their choice of future occupatjon.

The Newsom Report (1963) also stressed the need for methods that place
an emphasis on individual pupil care and guidance and in its discussion of the
school community (p. 67) recognized a dual need in this regard:

As we see it, there are two basic needs to be met, by whatever
arrangements a school finds practicable in its circumstances. One is to
ensure that sufficient factual knowledge is built up of the background
and general circumstances of the individual pupil. The other is to try
to ensure that as far as possible any boy or girl will have a natural
confidant to turn to. v

In Western Australia this need to provide pastoral care and guidance has
resulted in the development, at a system level, of guidance and special education
facilities, and at a school level a variety of administrative organizations designed -~
to provide a closer contact between teacher and student. The introduction of the
Achievement Certificate, with. its multi-level approach, has led to an even greater
need to combat a sense of fragmentation in instructional procedures, and of
impersonality in the large school. The initiative to experiment in these directions
has been encouraged by the Department.

In the matter of pastoral care, the Secondary Division has been encouraging
the development of a year-master scheme. This particular scheme differs signifi-
cantly from other year-master schemes that in the past have operated in some
secondary schools. :

vvvvv Essentially, the year-master scheme entails the appointment within the school
of a teacher who will direct the pastoral care of students at a particular year level. «
His tasks involve the supervision and co-ordination of those activities and services
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designed to facilitate student adjustinent within the school,” which provide for
counselling and guidance in social, emotional, intellectual and recreational matters
and which facilitate co-operation and communication with the home environment.
The main emphasis in his role is that of fostering the non-intellectual aspects of .
schooling and of providing close personal guidance for the student in the school
situation.

From the school discipline point of view, it is the year-master to whom a
student with adjustment problems is referred and it is he who, in the first instance,
will attempt to counsel the student or direct him to others who may assist him.

Administratively, where other administrative personnel—for example, the
senior master—have duties which extend over the full range of year levels within
the school, the year-master confines his attention onmly to students within a
particular year level. He co-ordinates the work of other teachers within the year
level in matters of pastoral care.

The Committee has reviewed a variety of schemes at present operating in
secondary schools. Some of these have been in operation for some time and some
have as their main objective administrative decentralization rather than student
care and development. The following sections describe several of the many attempts
now being made within schools to lessen the effects of large size.

The year-master scheme
An administrative arrangement actively encouraged in Western Australian

secondary schools by the Director of Secondary Education is the year-master
scheme. Several variations of the scheme exist. The following account describes
an earlier attempt to introduce the concept. This scheme differs in some important
respects from that now being adopted in schools. For example, recent approaches
would not favour the administration of punishment by the year-master. In this
particular case, the range of duties allocated to the year-master is somewhat wider
than would be necessary if pastoral care were the overriding objective.

. Staff organization. Within the school selected staff members are given
responsibility for a particular year level or for a particular sex grouping within
a year level. The following is the arrangement at present adopted: .

Group Year Master

Fifth Year—boys and girls ... ...  Deputy principal
Fourth Year—boys and girls ... .. Principal mistress
Third Year—boys ... Teacher A

’ . Third Year—girls ... o Teacher B
Second Year—boys ... Teacher C
Second Year and First Year glrls Teacher D
First Year boys . Teacher B

Teachers selected for the position of year-master are “very mature teachers”
who have demonstrated by past experience that they can maintain a strong
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measure of student control and, in the case of male teachers, are willing to
administer corporal punishment when necessary. In the case of female teachers
there was a reluctance to accept the position. Even those accepting the position
do not see it as a permanent appointment.

Year-master duties. Year-master duties cover a wide range. Basically their
functions relate to discipline, administration and counselling and include among
others the following types of duties: ; ¢ .

The maintenance of discipline within the group.

The supervision of attendance.

Playground supervision. ) :
Supervision of levels, reports, allocation of options, etc.
The organization of comparability tests.

Student records. . Cw
Community-parent-school relations.

Student counselling and teacher contact.

The. delegation of these duties has meant that the principal and deputy
principal now deal only with major disciplinary matters. Senior masters are also
freed from procedures associated with discipline and routine administrative tasks
thus leaving them free to concentrate on matters of academic organization, course
development and supervision. o

Disciplinary matters. Where disciplinary matters had been mainly the concern
of the deputy principat and principal mistress, they have now been delegated to
the year-master. Discipline in the school now begins with the year-master, and
teachers, in the first instance, refer all offences of routine mature to this level.
Should any serious brcach of discipline occur, however, it is referred immediately
to the principal. .

The senior council, consisting of administrators, senior masters, guidance
officers and year-masters, meets regularly to discuss matters of policy formulation,
revision and implementation, and to agree on administrative or organizational
problems within the school. The senior council is, in effect, the co-ordinating
agency with respect to disciplinary and administrative matters within the school.

_nStaff reaction to scheme. The initial reaction of teachers to the adeption of a
year-master scheme in this school was to consider themselves to be “over-
administered”. After several months of operation, however, most considered the
scheme to have a positive effect in the reduction of minor disciplinary problems
and absences.

At the administrative level, the principal, deputy principal and principal
mistress see considerable advantages accruing from.the scheme, particularly in
the area of pastoral care. From a discipline point of view, the use of year-masters
has relieved them of the burden of dealing with minor infractions and they are of
the opinion that student attitudes towards discipline have improved significantly
since the introduction of the scheme. ,
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The tutorial system

The tutorial system aims to involve each student with a particular staff
member in a counselling arrangement for the duration of his high school career.
Operationally, the system attempts to involve each staff member as a tutor to
supervise and counsel a small single group of students. In the school at which the
tutorial system was observed for the purpose of this Report, these groups number
approximately 22 students. The groups also form the basis of a house, system, an

example of which will be described in the next section.

The method of assigning students to groups has varied. At the inception
of the scheme in 1970-71, single sex groups were allocated to a teacher of the .
same sex. In January, 1972, mixed sex groups were tried but in July, 1972, the
scheme reverted to single sex groups. In the selection of students, every. effort
is made to match children with respect to personality, abilities, friendship links
and behavioural pattern. The assignment to tutorial groups is made by the
school guidance officer with the help of the headmaster and staff at the Grade 7
primary school level, in the year before children enter high school. In practice,
this selection procedure has worked very well and few students indicate any wish
to change groups. Staff changes, however, can affect groups. One tutorial group
had five tutors in the two years, owing to transfer, promotion, resignation and
retirement. - o .

Operation. Tutorial groups meet regularly on the following basis:

Monday morning: 10-minute period for roll-call in tutorial group.

Tuesday morning: 35-minute period for full tutorial group work.

Wednesday morning: 40-minute full school assembly with students
grouped in “houses”.

Thursday morning: 10-minute period for roll-call in tutorial group.-

As indicated above, the tutorial system is an mtegral part of a house system.
Each of six “houses” in the school has allocated to it a double-roomed area. All
of the tutorial groups comprising a house meet in the vicinity of the house area
and, if necessary, can be combined quickly to form a house meeting.

Duties of a tutor. Unlike the year-master, tutors do not inflict corporal
punishment on children. The tutor’s duties are related more to pastoral care
and motivation, and to routine administrative matters. Tutors also keep a personal
filing system for members of their group, keep records of student time-tables
and maintain a system of “truth sheets”.  (The truth sheet is a personal record
of a student’s grades and contains highly confidential and candid remarks on
his academic, sporting, social and personal performance in the school situation.)
Basically, the duties are those of motivation and counselling and the development
of a close student/teacher relationship that helps overcome the 1mpersonal|ty
often found in larger comprehensive schools.

Communication within the school. The tutor system relies for its effective

. operation upon constant and effective communication between all levels within
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the school. Two main groups assist in this regard. The first is an elected student
council which has a representation from First, Second and Third Years of two,
four and six students respectively. The council meets once a week for oue hour -
before school and its activities are set down in its constitution as follows:

.'The Studept Council—

shall be responsible for the conduct of student social activities;

shall be rostered for duties as required; -

shall carry out the duties assigned to the council from time to time;

shall give advice and present recommendations on matters concern-
ing the student body;

shall elect from their body four students to act as house representa-
tives who shall carry out duties as indicated.

Lijaison is maintained between tutorial groups and the council through
discussion topics referred from one body to the other. The staff is represented
on the Student Council by one member, elected by the student body, and one
member appointed by the principal. ,

The second group is the Staff Advisory Council. This consists of senior
staff, guidance officers and three clected staff members, including one who is
not more than two years ex-teachers’ college and one who is an invited reptresenta-
tive from optional subject departments. This group assists in the formulation
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and revision of school policy and oversees the administration of the tutorial
system. : -
The tutor system and discipline. The eﬁectxvcncss of the tutor system depends

on the ability and sincerity of the individual teachers comprising the scheme. In

the school under consideration, it has been extremely successful, owing to the .
-competent and sympathetic leadership given by the principal and by the
co-operation of the staff at thieir appropriate level. Both the principal and staff .

feel that the very personal atmosphere engendered in the school by the scheme

and the effective and efficient communication it has established between all levels

have been a potent force in the establishment of a desirable school climate and

a consequent satisfactory level of student discipline.

The \Ilouse system
/ The house system of student organization operates within a number of high
. scl{ools in the State. The following organization describes a house systcm which
operatcs in a large metropolitan senior high school.

/ The aims of the house system are stated to be, “To provide greater welfare
/ for the student and the school:

',./ (1) By offering pastoral care.

— (2) By promoting healthy competltlon in academic service and sporting
spheres.

(3) By offering smallcr units (houses) of the school to which the
~ student is directly associated. ..

(4) By personality development through inter-house public speakmg,
debates and general public performances.

(5) By presenting spcakers to help clarify studcnt thinking on social
issues.

(6) By imposing positive and negative sanctions for serviceable and
disserviceable acts performed within the school and community.”

The house organization. Under this system all students are allocated to a
“house” according to alphabetic name order. The present allocations are A to D, ?
EtoK,Lto QandR to Z. Each of these “housés” is placed under the direction
of a young teacher selected by the principal from volunteers and all other staff
members are distributed between houses to ensure a balance of sex, age and status.
An attcmpt is made under this system to involve as many students as possible
:in the various forms of student government. Each house votes for house officials
(a captain and vice-captain for boys and girls) drawn from the Fifth Year students.
In addition, another six Fifth Year studeénts are elected to the student council.

Housemaster duties. Housemasters are paid an allowance under Regulation
188 and assume a wide range of added duties. They are allocated a housemaster’s
- room (where they are available) for student or teacher consultation during free
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periods, and each day onehousemaster is rostered to be on duty during the lunch
period,to provide advice and assistance. Housemasters generally. work co-operatively
as a teim to administer help and advice and students are often directed to them for
a variety of reasons, particularly for school orientation in the case of new students.

Housemasters actively assist in school discjpline. When a child is punished
by the deputy principal or principal mistress, the nature and circumstances of the
offence are recorded on a record card and the child is referred to the housemaster.
The purpose of this referral is not for further punishment but as a means of
determining the causes of the nrisdemeanour and to. attempt to correct the attitude
leading to it. Any punishment suffered by a student incurs a loss o* house points
in the inter-house competition. ’ '

Housemasters also assist in matters of school discipline by patrolling verandahs
after the bell has rung to ensure that latecomers get to class and that each class is
adequately staffed. _ - :

Inter-house competition. Part of the basis of the house scheme is competition.
This is conducted on a house basis rather than an individual basis. Points are
allocated to houses for a variety of academic, social and sporting achievements. -
Staff members may nominate students for up to five service points for any actions
which they consider to be worthy of merit—for example, “picking up considerably
more Paper than requested-——dne point”, “handing in found valuables to office—
three points”. Service points can be for school service or community- service.
Sporting points are given for low-skill games in which all students can participate -
and for swimming and athletics carnivals. In ail of these, team responsibility and
house spirit are encouraged. )

' The house period. The house period is an essential part of the system. The
third period each Friday is reserved for this purpose, and during the time, sport, -
debating, dancing, guest speakers, etc., may be organized for the house. Pastoral
care is also available for any student not participating in group activities and
“every effort is made to involve all students in activities of their own choice.

Staff and student reaction. Both staff and students enthusiastically embrace
the house scheme. A noticeable feature of the scheme is the frequency with
which students approach house staff for help and advice and, as a consequence,
the administrative staff consider the decrease in student punishment to be amazing.
Since the scheme has been introduced, truancy and vandalism have dropped
considerably and rehabilitation of students through housemaster counselling is
reported to be quite outstanding. In all, most staff agreed that school tone has
improved considerably since the scheme was introduced in February, 1972.

A proposal for future development ,

~An administrative innovation which has been brought to the attention of the
Committee and which it is proposed will operate in a large metropolitan high
school in 1973 is a form of decentralization that involves the development of
autonomous instructional units within the school. Each of these will have its
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own admmxstrauve and teaching organizations and a large degree of decisional
freedom with respect to instructional mattefs

In jts final development, the scheme proposes the c:eat:on within the school
of autonomous “schools-within-schools” of approximately 350 students. Each
unit will function independently, will be staffed separately and will have its own
administrative staffing structure. A vertical partitioning of the school will ensure
that the 350 students will be drawn from e: ch of the year levels, one, two and
three. A separate unit will operate for years four and five. In 1973 a pilot venture
will involve only the first year intake of the school. With the experience gained
from . this venture and with necessary modifications, the scheme will be e